Innovations and initiatives in teacher education in Asia and the Pacific Region by unknown

Unesco. Principal Regional Office for Asia and the Pacific.
Innovations and initiatives in teacher education in Asia and the
Pacific region. Bankok, 1990.
2 vols. (Asia and the Pacific Programme of Educational
Innovation for Development )
Contents : -v.1 Comparative overview of fifteen countries.
-v.2 Case studies of fifteen national systems.
1. EDUCATIONALINNOVATIONS - ASIA/PACIFIC.
2. TEACHER EDUCATION - ASIA/PACIFIC.
371.39
370.71
ASIA AND THE PACIFIC PROGRAMME
OF EDUCATIONAL INNOVATION FOR DEVELOPMENT
INNOVATIONS AND INITIATIVES
IN TEACHER EDUCATION
IN ASIA AND THE PACIFIC REGION
Volume 2:
Comparative Overview of Fifteen Countries
Unesco Principal Regional Office for Asia and the Pacific
Bangkok, 1990
© UNESCO 1990
Published by the
Unesco Principal Regional Office for Asia and the Pacific
P.O. Box 967, Prakanong Post Office
Bangkok 10110, Thailand
Printed in Thailand
Any opinions expressed or implied in this publication are not neces -
sarily those of Unesco or APEID. The designations employed and the
presentation of the material do not imply the expression of any opinion
whatsoever on the part of Unesco concerning the legal status of any
country territory city or area or of its authorities or consenting its frontiers
or boundaries.
BKA/V90/M/229-3000
CONTENTS
Volume 2—Case Studies of Fifteen National Systems
Preface  . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .i
Chapter 1 Australia  . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .1
Chapter 2 People’s Republic of China  . . . . . . . . . . . . . . .17
Chapter 3 India  . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .27
Chapter 4 Japan  . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .39
Chapter 5 Republic of Korea  . . . . . . . . . . . . . . . . . . . . . .57
Chapter 6 Malaysia  . . . . . . . . . . . . . . . . . . . . . . . . . . . . .69
Chapter 7 Republic of Maldives  . . . . . . . . . . . . . . . . . . . .81
Chapter 8 Nepal . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .93
Chapter 9 New Zealand  . . . . . . . . . . . . . . . . . . . . . . . . .107
Chapter 10 Pakistan  . . . . . . . . . . . . . . . . . . . . . . . . . . . .131
Chapter 11 Philippines  . . . . . . . . . . . . . . . . . . . . . . . . . .141
Chapter 12 Sri Lanka  . . . . . . . . . . . . . . . . . . . . . . . . . . .155
Chapter 13 Thailand  . . . . . . . . . . . . . . . . . . . . . . . . . . . .175
Chapter 14 Viet Nam  . . . . . . . . . . . . . . . . . . . . . . . . . . .185
Chapter 15 Western Samoa  . . . . . . . . . . . . . . . . . . . . . .187
Annex 1 Document for National Surveys of Teacher Education 191
Bibliography . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .201
PREFACE
The purpose of this two-volume report, entitled Innovations and Initiatives
in Teacher Education in Asia and the Pacific: A Comparative Study, is to indicate the
main changes that have occurred in teacher education in Asia and the Pacific region
over the past fifteen or so years, and to facilitate the flow of information between coun-
tries.
The purpose of encouraging such a flow of information is to help those
engaged in educational reforms within the area of teacher education to become bet-
ter acquainted with the innovative practices being carried out in their own countries,
and to share experiences with those engaged in similar activities in other countries in
the region.
The report is published in two volumes: Volume 1—Comparative
Overview of Fifteen Countries reviews and summarizes the main issues, innovations
and initiatives in teacher education emerging in the region, and relates these to emer-
ging trends and developments in education in Asia and the Pacific; Volume 2—Case
Studies of Fifteen National Systems provides more detailed case studies of innova-
tions in teacher education in countries in the Asia and Pacific region.
One of the main aims of Unesco’s Asia and Pacific Programme of
Educational Innovation for Development (APEID) has been to build up an information
base on innovative experiences available in the region that are contributed by the
people who are, themselves, responsible for the work. APEID now has 28 Member
Countries and 188 associated centres in the region.l
Although concerned with many important aspects of education in Member
Countries—such as the universalization of primary education, education for the world
of work, and the education of people in remote areas—APEID has always been espe-
cially concerned with the development of teacher education.
This concern with the development of teacher education is not surprising
since, during at least the last two decades, teacher education and the training of edu-
cational personnel have been the most frequently discussed topics by educators at all
levels of education in the region. Over this time, governments in the region have been
seriously engaged in reorganizing their educational endeavours and redefining their
educational goals.
These redefined educational goals, along with changes in the concepts
and practices of education, and the demands of development, have brought about
several significant changes in the roles and functions of teachers. The response to the
changing characteristics of education, and the more demanding role of the teacher,
has required education systems in general, and teacher education in particular, to be
creative in character. It has required innovations and initiatives to ensure that teachers
are adequately trained and educated to cope
__________________________
1 As of February 1990, APEID’s Member States are: Afghanistan, Australia, Bangladesh, Bhutan, China, Democratic
People’s Republic of Korea, Fiji, India, Indonesia, Iran, Japan, Lao People’s Democratic Republic, Malaysia, Mongolia,
Nepal, New Zealand, Pakistan, Papua New Guinea, Philippines, Republic of Korea, Samoa, Socialist Republic of Viet
Nam, Sri Lanka, Thailand, Tonga, Turkey and the Union of Soviet Socialist Republics.
with their changing and increasingly demanding roles in society; and it has also
required policy makers to think of teacher education in terms of career-long learning
and training.
It has been recognized for some time now that teacher education systems
must be structured and organized in a way that enables them to respond dynamically
to the emergence of new educational problems and challenges, if they are to help edu-
cation fulfil its role in national development.
It is not the intention of this report to be exhaustive or all embracing in
approach. Instead, it seeks to convey the essential flavour of what is occurring in the
region with regard to innovations and initiatives in teacher education in order to facili-
tate the exchange of information between Member Countries, with regard to what is
both common and uncommon ground among them when it comes to innovations and
initiatives in teacher education.
Background to this Report on Teacher Education
This two-volume publication identifies new initiatives and innovations in
teacher education now emerging in Member States in Asia and the Pacific region,
enabling a comparison to be made between the current situation and that which was
described in the 1972 report published by the Unesco Regional Office for Education
in Asia, in association with the Asian Institute for Teacher Educators, University of the
Philippines, entitled Teacher Education in Asia: A Regional Surrey.
The 1972 report sought to describe the status of teacher education for
schools at the primary and secondary levels of education in the Member States in Asia
around 1970. The survey was limited to the training of primary and general seconda-
ry school teachers, and did not include the training of teacher educators, teachers for
vocational, technical and other diversified streams in secondary education, or tea-
chers at agricultural, trade, industrial and engineering schools of the secondary level.
The 1970 survey was initiated to assemble data in preparation for the
Third Regional Conference of Ministers of Education and Those Responsible for
Economic Planning in Asia, which was convened by Unesco in Singapore from 31 May
to 7 June 1971. The survey therefore covered only those countries which were
Member States at the time it was initiated, and which participated in the Conference,
namely (using the names of the countries as they were at the time of the Conference):
Afghanistan, Burma, Ceylon, the Republic of China, India, Indonesia, Iran, Cambodia,
the Republic of Korea, Japan, Laos, Malaysia, Mongolia, Nepal, Pakistan, the
Philippines, Singapore, Thailand and the Republic of Vietnam.
Although since then other surveys have been undertaken concerning
various aspects of teacher education, no comprehensive survey of teacher education
in the region has been published since the 1972 report by Unesco. Unesco therefore
considered it timely to publish a new report to illuminate the main changes that have
occurred in teacher education in the Asia and Pacific region over the last 18 or so
years.
Some changes in the organization of Unesco’s contribution warrant expla-
nation. The Unesco Principal Regional Office for Asia and the Pacific (Bangkok), as its
name implies, is now concerned with both Asia and the Pacific. A major development
was the establishment of the Asia and the Pacific Programme of Education Innovation
for Development (APEID) as a programme under Unesco PROAP in 1974. APEID
functions as a regional mechanism for co-operation in education. In view of these
changes, this report refers to countries in both the Pacific and the Asia region; and its
emphasis is on innovations and initiatives in teacher education which have occurred
or are occurring in the Member Countries examined.
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Methodology
A regional meeting on teacher education was organized by APEID,
Unesco Principal Regional Office for Asia and the Pacific (PROAP), Bangkok, in col-
laboration with the Centre for Education, University of Tasmania, Hobart, Australia,
from 4 to 10 December 1986. The meeting was attended by personnel responsible for
and involved in the development of teacher education in sixteen countries, namely:
Australia, China, India, Indonesia, Japan, Republic of Korea, Malaysia, Republic of
Maldives, Nepal, New Zealand, Pakistan, Papua New Guinea, Philippines, Western
Samoa, Sri Lanka and Thailand.
During 1985 and 1986, eighteen countries in the Asia and Pacific region
undertook a survey of their teacher education programmes. These survey studies pro-
vided statistical data and information, as well as details of trends and developments
in teacher education. At the regional meeting in Hobart, participants from the sixteen
countries presented short, redeveloped papers in which they reported on innovations
and issues in teacher education currently occurring in their particular countries.
Because of the comprehensive nature and richness of the data collected, APEID deci-
ded to produce a major report.
The procedure adopted for the writing of this two-volume report was as
follows. Dr. Rupert Maclean, Head, Department of Educational Studies, University of
Tasmania, was contracted by APEID as a consultant to help prepare a design for wri-
ting a comparative study on teacher education in APEID Member Countries in Asia
and the Pacific Region, and to compile the ensuing report. The content of this study
was to be based on the survey materials (and redeveloped country reports) of inno-
vations and initiatives in teacher education prepared prior to and after the regional
meeting on teacher education held in Hobart in December 1986. This would be aug-
mented by data collected as a result of a library search to locate other relevant infor-
mation on this topic, plus recent APEID publications and papers on various aspects of
innovations and reform in teacher education.
The design for undertaking this comparative study was presented by the
consultant to an APEID planning group meeting of participants from Member
Countries held at Unesco, Bangkok, in November 1987; in the light of comments
made at that meeting, adjustments were made to the proposed structure and content
of the study. A draft report written by the consultant was then reviewed by participants
from Member States who attended the APEID Regional Study Group Meeting on
Reform in Teacher Education held in the Republic of Korea in October 1988. This com-
parative study of teacher education was subsequently prepared by the consultant in
light of their comments.
Organization of this Report
Volume 1 - Comparative Overview of Fifteen Countries
Following the Preface, which introduces the subject matter and explains
the background to the study, Chapter 1 identifies and discusses emerging trends and
developments regarding educational issues, schooling practices and teacher educa-
tion in the region. Chapter 1 describes the broad educational context within which
innovations and reforms in teacher education need to be assessed. Only by identifying
such practices and reforms can the appropriateness and effectiveness of new direc-
tions in teacher education be properly evaluated.
Chapter 2 identifies key issues, innovations and initiatives in teacher edu-
cation emerging in the region and presents short summaries on a country-by-country
basis of the detailed case studies that appear in the second volume of the report.
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Chapter 3 focuses on innovative developments in teacher education.
Innovations and initiatives in teacher education examined in detail on a
country-by-country basis in the second volume of the report are summarized in
Chapter 3 of this volume under the following ten headings: pre-service teacher edu-
cation, teacher education, in-service teacher education, specialized teacher training,
teacher recruitment and admission, structural changes for teacher education, system
links and cohesion and ways of organizing teacher education, policy changes for tea-
cher education, training for teacher educators, and research on teacher training.
Chapter 3 also examines the implications of the content of this comparative study of
teacher education for policy making and educational practice.
A detailed bibliography of research and related literature published since
1980 on innovations and reforms in teacher education in the Asia and Pacific region
is located at the end of volume one; this is followed by two annexes: Annex 1 provides
a statistical profile of key aspects of education and teacher education in the region,
and Annex 2 reproduces the survey questionnaire used.
Volume 2 - Case Studies of Fifteen National Systems
This volume commences with a Preface similar to that in Volume 1, which
provides an introduction to the subject matter, defines the key terms and nomenclatu-
re used, and then explains the background of the studies. A bibliography identical to
that in volume one is located at the end of volume two. The remainder of volume two
contains detailed case studies of innovations and initiatives in teacher education in fif-
teen Asia and Pacific countries. The following countries are examined: Australia,
People’s Republic of China, India, Japan, the Republic of Korea, Malaysia, Republic
of the Maldives, Nepal, New Zealand, Pakistan, Philippines, Sri Lanka, Thailand, Viet
Nam, and Western Samoa.
The case studies presented vary somewhat both in content and length,
because they are largely based on the survey material presented by each of the coun-
tries concerned. Although the structure of particular case studies may differ, an
attempt has been made to achieve some comparability between the studies of natio-
nal systems by, where possible, organizing the material so that it covers the following
key aspects of the topic: historical background of teacher education, recent develop-
ments and current provisions in teacher education, innovations and initiatives in tea-
cher education, and future directions. Any gaps that do exist in these case studies
occur because the information sought was not available at the time of writing.
A survey of this type will obviously require periodic revision if it is to take
account of the rapid and extensive developments and change occurring in teacher
education in Asia and the Pacific countries. In view of this, it is hoped that Member
Countries of APEID will provide additional information to help fill in the gaps in data
that currently exist. This information can then be included in future editions of this
report.
Definition of Key Terms and Nomenclature  Used
To ensure that as far as possible there is a shared meaning about key
terms used in this report, and that the use of terms is consistent with that adopted in
other APEID publications, certain key terms are herein defined and explained. The
terms educational change, innovation, reform and development are of central impor-
tance to this examination of teacher education in Asia and the Pacific.
Educational change refers to any noticeable move from established prac-
tice; it may be may be large or small, lengthy or brief.
iv
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Educational innovation refers to an idea or practice new to a specific edu-
cational context that meets unsatisfied needs. It is the introduction or promotion of new
ideas and methods that are devised in education and/or school practices which have
a substantial effect on changing the existing patterns of behaviour of the group or
groups involved. Innovative strategies imply the development of new ideas which are
disseminated and utilized; they usually occur in response to particular problems that
exist in the education systems of Member States.
The interpretation given to ‘innovation’ at the 1986 Ministerial Conference
in Singapore was ‘innovation for development,’ in which the process of development
was seen as a means of bringing certain fundamental and pervasive transformations
in motivations, attitudes, habits and modes of thought and work—in other words, if
education is not to be relegated to the role of bystander in the development process,
it should become an active participant in the necessary social changes. Although there
is some disagreement between writers on the subject, specific characteristics of an
innovation can include the following.
. It introduces a new or novel element which deviates from existing
structures and/or procedures and is orientated towards the values of
the society.
. Its specific objective and/or purpose is relevant to the needs of the
community and related to national development.
. It has potential for diffusion on a large scale and is renewable from
time to time based on appropriate feedback and the context for adop-
tion and adaptation.
. The innovative process should involve a scientific approach before
being either accepted or discarded.
. During the experimental stage, an innovation should permit flexibility
on the basis of monitoring and evaluation.
. It should be both cost and time effective, and communicable to and
able to be implemented in other parallel situations. Reliability, with or
without adaptation, should be a criterion for innovativeness.
Educational reform refers to a planned change brought into widespread
use for the betterment of an educational system. It is an innovation that is in wides-
pread use throughout a particular education system.
Educational development refers to educational reforms, innovations or
changes that result in the advancement or improvement of education systems. It is an
overall, multidimensional and diversified process, essentially endogenous in nature,
linked with the values peculiar to each society and requiring the active participation of
individuals and groups who are its agents and beneficiaries.
Both educational reform and development are types of change. Other
important definitions and classifications, adopted and used by Unesco and presented
in the International Classification of Education (ICED), are as follows.
Teacher education refers to both pre-service and in-service programs
which adopt both formal and/or non-formal approaches. It is a continuing process
which focuses on teacher career development.
A pupil (or student) is a person enrolled in a school for systematic ins-
truction at any level of education.
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A teacher is a person directly engaged in instructing a group of pupils (or
students). Heads of educational institutions, supervisory and other personnel are only
counted as teachers when they have regular teaching functions.
A school (or educational institution) is a group of pupils or students of one
or more grades organized to receive instruction of a given type and level under one
teacher, or under more than one teacher and an immediate head.
A public school is a school operated by a public authority (national or fede-
ral, state or provincial, or local), whatever the origin of its financial resources.
A private school is a school not operated by a public authority, whether or
not it receives financial support from such authorities.
Education preceding the first level refers to education provided for chil-
dren who are not old enough to enter a school at the first level: for example, nursery
school, infant school and kindergarten.
Education at the first level has the main function of providing the basic ele-
ments of education: for example, elementary school or primary school.
Education at the second level is based upon at least four years of pre-
vious instruction at the first level, and provides general or specialised instruction, or
both: for example, middle school, secondary school, high school, teacher-training
school at this level, or schools of a vocational or technical nature.
Education at the third level requires, as a minimum condition of admis-
sion, the successful completion of education at the second level or evidence of the
attainment of an equivalent level of knowledge: for example, university, teachers’ col-
lege or higher professional school.
At various places in this report reference is made to developed and deve -
loping countries. These terms will be used in a way that is consistent with the latest
(1988) available Unesco Statistical Yearbook which identifies the developed countries
in the Asia and Pacific region as Japan, Australia and New Zealand; all other coun-
tries in the region are classified as developing countries.
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Chapter 1
AUSTRALIA
Teacher Education in Australia: Background
Australian education, in terms of schools, has a history of approximately
200 years. For almost half of that time, the preparation of teachers was largely a mat-
ter of ‘apprenticeship’ in the form of the monitorial system imported from England. It
was not until later in the nineteenth century, with the development of the earlier uni-
versities in Sydney, Melbourne, Brisbane, Hobart and Adelaide, and the concurrent
development of the first teachers’ colleges, that the process took an institutional form.
That form, with the major source of primary teachers being in teachers’ colleges, and
that of secondary teachers in universities, lasted until the 1960s. The period since the
1960s has seen quite dramatic changes in the administration of teacher education
programmes.
Pre-service teacher education. In the period before the 1960s, the main
group with the formal responsibility for teacher education was the state education
department. In the period since, the formal responsibility has moved to a variety of
bodies: the Commonwealth Tertiary Education Commission, through its Universities
Council and Council of CAEs; the various state authorities, such as the West
Australian Post-secondary Education Commission (WAPSEC); and individual institu-
tions, including all Australian universities except two and the great majority of colleges
of advanced education. It has been a period of unprecedented change, in both extent
and rapidity. An aspect that has not been documented to any extent, but which is of
considerable significance, is the almost complete phasing out of studentships. For a
very long period, the teacher studentship was the traditional means of entering the
profession. Students accepted a studentship, generally for the last two years of high
school, and this continued through the period of training. It provided an allowance, a
guaranteed entry into training in approved courses of preparation, guaranteed posi-
tions in teaching, and a financial penalty, the ‘bond,’ if the student did not accept a tea-
ching position. They represented by far the largest number of tertiary scholarships, at
their peak over 70,000 in comparison with 150,000 teachers in schools. Their effects
were substantial and would repay further study. Surprisingly, after being a centre of
controversy for so long, they have occasioned scarcely a murmur in their passing.
Location of programmes. Pre-service teacher education programmes
are based in either colleges or universities. For the colleges, the most frequent situa-
tion is a three-year course leading to a diploma of teaching and to teaching at the early
childhood or primary levels. The three-year course may be upgraded after a period of
teaching experience by a further year of study to a B.Ed. degree. Some general
secondary teachers and most specialist secondary teachers (e.g. music, art, physical
education, drama) also receive their training in colleges. In a few colleges, for example
Canberra CAE and the Tasmanian State Institute of Technology, both primary and
secondary teachers are trained, and they may complete their four-year B.Ed. before
the first appointment. The National Inquiry into Teacher Education, which reported in
1980, recommended that this pattern should be universally adopted. Like most of the
other recommendations of that inquiry, this one has been ignored.
For the universities, the most frequent pattern is a first degree in the
science, social science or humanities area, followed by a one-year education course
leading to a Diploma of Education and secondary teaching. For some universities, the
B.A, Dip.Ed. route is used also for early childhood and primary teachers. For some
universities also, frequently the same ones, a four-year B.Ed. course is available for
primary teachers.
A variation on these two types of bases is the school-based teacher edu-
cation programme, although this is still under the control of a college or university.
Institutions such as Monash University and Canberra (RAE have experimented with
such placements, mainly to bring a greater sense of reality to the experience of stu-
dent teachers. However, the administrative base is still essentially the same, with the
decisions being made by the tertiary institution.
Teacher induction. Unlike pre-service courses in which the responsibili-
ty lies largely with the higher education institutions, teacher induction is predominant-
ly the responsibility of the employing authorities, including state and territory depart-
ments of education, Catholic and other religious systems, and some individual
non-government schools.
The usual pattern is for a period of a year to be spent on probation at the
time of the first appointment. The school principal is usually responsible for the sup-
port of the probationer and for the evaluation at the end of that period. The evaluation
can lead to termination of the appointment, continuation of the probation or confirma-
tion of the appointment. The latter is the most common experience. The period of
induction is currently being studied to ascertain what improvements might be made.
In-service courses and teacher development. The most substantial
growth in teacher education activities is in the general field of professional develop-
ment. It is also the most complex area of activities, involving a wide variety of spon-
sors: state education departments, parochial systems, universities, colleges, indivi-
dual schools, teachers centres and education centres.
Prior to the mid-1970s, professional development activities involved only
two major types of activities: in-service courses provided for teachers by employing
authorities and consisting largely of brief single sessions or a group of sessions focu-
sed on a particular topic, such as the introduction of a new syllabus; and post-gra-
duate courses provided for a few teachers to pursue research-type Masters degrees.
Since that period, major changes have occurred. First was the demand
from teachers with a three-year qualification and teaching experience for courses allo-
wing them to qualify for the B.Ed. As the number of pre-service students declined, col-
leges and universities devoted more of their resources to this market.
The second step was the introduction of a course-work Master’s degree,
focusing on such areas of teacher interest as curriculum and evaluation and introdu-
ced to meet the demand from a more highly qualified and professional teaching force.
The third aspect of this growth came from the conviction of employing
authorities that professional growth was a necessary and continuing part of a tea-
cher’s career, a natural part of facing an increasing rate of change in all aspects of
schooling. This has been supported by substantial injections of funds, largely from the
Commonwealth Government. This whole area of activity will be considered later in this
chapter.
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Recent Initiatives
National inquiry into teacher education. This inquiry was set up by
the Federal Government in 1978 with the aim of providing recommendations to
improve the quality of teaching in schools and of formulating long-term objectives
for Australian education. The major issues addressed were selection for training,
pre-service preparation, and in-service preparation.
A summary of the recommendations is as follows.
a) Selection:
- a need to attract more mature-aged people from a broader
cross section of the community into teaching. School leavers
should be able to defer entry to pre-service courses to obtain
work experience in non-education contexts, and there should be
greater financial support for trainee teachers; and
- entrants to teaching should meet minimum specified academic
standards and fall within the top academic quartile.
b) Pre-service training:
- four years minimum preparation;
- extension of time for post-graduate Diploma of Education
courses;
- a need to limit the range of knowledge and skill which pre-ser-
vice training should attempt to cover;
- a set of core studies was proposed;
- more emphasis to be given to the practicum; and
- a list of desired outcomes was formulated.
c) In-service education:
- staff development should be organized at the school level;
- emphasis on induction of new teachers;
- recommended establishment of centres for excellence in tea-
cher education; and
- special post-experience programmes to prepare teacher educa-
tors for work with aboriginal teacher education students and in
multicultural and special  education.
The inquiry reported in 1979 (Auchmuty,1979), but the Government
has not acted on any of the recommendations.
Inquiry into professional development. In 1984, the Federal
Government commissioned an inquiry into professional development (Coulter and
Ingvarson, 1984). With the reduction in the number of new teachers entering the
profession, and with fewer opportunities for promotion, the professional develop-
ment of teachers had become a much more significant issue. The inquiry was
established to review the provision of post-service professional development pro-
grammes for Australian teachers.
- .
A summary of the recommendations is as follows.
a) There should be the establishment at the Commonwealth level of a
representative co-ordinating committee for professional development
with responsibility to:
- plan and co-ordinate support for teacher education related to natio-
nal education objectives;
- provide an avenue for regular consultation between the
Commonwealth and system Professional Development Co-ordina-
ting Committees;
- assist the Commonwealth Schools Commission and the
Commonwealth Tertiary Education Commission in providing advi-
ce on current and emerging professional development needs; and
- monitoring the adequacy and effectiveness of current provisions
for professional development.
b) The existing Professional Development Programme funded by the
Commonwealth Government to support Commonwealth objectives
should be assisted in improving the overall quality of the teaching pro-
fession by the application of funds from the Commonwealth’s general
resources programme through negotiated resource agreements bet-
ween school systems and the Commonwealth.
c) The bulk of funds from the Commonwealth’s general resources pro-
gramme proposed for use on professional development should be
directed towards schools as a school development fund.
So far, little action has been taken to implement these recommendations.
Instead, they were referred to a joint committee of the two major education commis-
sions, the Commonwealth Tertiary Education Commission and the Commonwealth
Schools Commission. The committee only recently reported; its findings will be dis-
cussed later.
Reports on general education. The report by the Schools Commission in
1980, Schooling for 15 and 16 Year Olds, took up several of the issues currently
confronting secondary education, including that of unemployment, and linked them to
the need for a general reappraisal, rather than a piecemeal response to particular
issues. The report said, in part, that ‘in their general orientation, most schools lag in
their adjustment to the needs of the full range of students for the last two decades of
the twentieth century.’ (Schools Commission, 1980)
This needed ‘adjustment’ was taken up by a number of state initiatives.
The first four of these were in South Australia (Keeves, 1982), the Australian Capital
Territory (Steinle 1983), New South Wales (Swan and McKinnon,1984), and Western
Australia (Beazley, 1984). All adopt the position that high unemployment and the chan-
ging nature of work are only two of the factors leading to rising post-compulsory age
retention rates. It is the full range of factors, and the fact that retention itself changes,
which provides the rationale for change. The reports identify four main issues: broa-
dening the curriculum, changing the certificate pattern, whether to retain the external
examination pattern, and the necessary administrative and organisational structures.
In terms of our focus here the emphasis will be on the sug-
gested curriculum pattern. All reports identified the extension of atten-
dance to year 12 as becoming the norm and noted the need for a com-
mon base for that curriculum. Thus, Keeves recommended recognition
4
Teacher Education Innovations - Vol 2
Australia
5
of four areas of Foundation learning’ (language, science, mathematics and social lear-
ning), while Beazley speaks of seven areas (language and communication, social stu-
dies, mathematics, science and technology, physical and health education, vocational
and personal awareness, practical and creative arts). It is easy in looking at such lists
to see them as representing broad differences, but in fact the strongest impression is
one of broad agreement on a number of principles which may be summarized as fol-
lows.
• Secondary education should cater to the whole age-group, although
not necessarily in one continuous pattern. Its emphasis should be to
provide value and purpose for all, and not only to select and prepare
a minority for tertiary education.
• Every student should receive a broad general education, including
skills of oral and written communications, quantitative and logical rea-
soning, the capacity to solve problems individually and in groups, and
the other skills required to successfully participate in modern society.
• A primary purpose of schools should be to develop in students the
knowledge, skills and attitudes appropriate for a society which has a
common cultural framework yet recognises a diversity of cultural
contributions.
• There will be continuing required elements in the curriculum to achie-
ve these common ends, together with increasing options to enable
real choice and the development of responsibility—this may mean, for
example, up to two-thirds of the first four years of the secondary cur-
riculum being in common.
• Schools will have considerable freedom within the suggested frame-
work to plan programmes and sequences of study to provide the grea-
test degree of continuity and coherence consistent with keeping open
choices for study and vocations. A variety of organisational forms will
be of use in such planning:
- linking of primary and secondary schools in different ways to
improve continuity;
- grouping secondary schools in particular clusters to provide more
choices;
- linking secondary schools and technical colleges, particularly at
year 11 - 12;
- increasing the interchange and liaison between education and
work, both for students and teachers;
- ‘unitising’ the courses in small building blocks to provide short-term
goals for the courses, while providing greater diversity of opportu-
nity;
- using short courses for enrichment, remediation and bridging; and
- providing a variety of organisational patterns for year 11-12 stu-
dents, recognizing the need for greater freedom and responsibility.
• The curriculum may retain its traditional subject names but will be
planned to ensure that the skills, knowledge and attitudes identified as
desirable will be specifically catered for under these headings.
• Teaching and learning methods are at least as important as the deci-
sions on content and the ways of organizing content in the achieve-
ment of these purposes.
_• The community has the right and responsibility to participate in the
decisions on curriculum for schools and, in particular, on what it is
important for all students to know and to be able to do.
The reports mentioned deal either with the whole span of education (cf.
Beazley) or the area of secondary education as a whole. More recently, there has
been additional attention given to the period of post-compulsory education. The
Blackburn Report in Victoria focused specially on this area and the need to build a
variety of links between the period of general education, kindergarten to year 10,
through the post-compulsory phase, equivalent to years 11 and 12. The emphasis,
broadly described, is to provide links to technical and further education (TAFE), to
work, and to higher education, rather than the latter only. The characteristics are des-
cribed in the following excerpt.
‘This Review points to a new direction for the education of young people
in the post-compulsory years of schooling. Major changes have been suggested in
curricula, certification and the structures of schooling. These changes are intended to
enable post-compulsory provision to have the following characteristics:
• ‘It must be such that more students want to participate in and see pur-
pose in it.
• ‘It must be designed within a comprehensive curricular rationale defi-
ning a range of options and common studies to which all students
should have access to the maximum degree possible.
• ‘It must include significant, practical, work-related studies within a fra-
mework of continuing general education.
• ‘It must not be so rigidly tracked into «academic» and «non-acade-
mic» streams that it excludes students from participating in both.
• ‘It must promote equity in participation in schooling.
• ‘It must give all students access to a common and significant creden-
tial.
• ‘It must lead to all forms of post-school study and to employment and
citizenship.
• ‘It must have demonstrated relevance to major issues of the contem-
porary world and to the concerns of students entering it as adults.
• ‘It must relate theory to its applications, where appropriate, and loca-
te ideas in a social and historical context.
• ‘It must allow for participation of varying kinds—discontinuous and
part-time, as well as continuous and full-time.
• ‘It must be conducted in ways which move decisively over the two
years away from those appropriate to early adolescence towards
those operating in taskcentred associations.’ (Blackburn, 1985)
These reports are already in the process of implementation and it is clear
that the period of general compulsory education will undergo major changes.
Quality of education review committee (Quality of Education in Australia.
Karmel, 1985). This committee was established in 19X4 by the Federal Government,
with a very broadly stated aim to report on the quality of education in Australian
schools. One of the main recommendations was that the in-service education of tea-
chers should emphasize the importance of teachers having skills in developing com-
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petencies of students in acquiring and conveying information, applying logical pro-
cesses, and performing practical tasks as individuals and members of groups.
Other issues highlighted as requiring priority in teacher education provi-
sions were: developing the general level of competencies among girls, developing
rigour in teaching (including the treatment of curriculum content), achieving curriculum
consistency; and responding to educational disadvantages.
A major emphasis of the committee was on the development of compe-
tencies, as indicated in the first recommendation. This was seen not as a separable
area but as a necessary emphasis in all parts of the curriculum, with important impli-
cations for quality. It was seen also as having significant implications for methods of
teaching and, thus, for teacher education.
Joint committee report on teacher education (CTEC/CSC, 1986). This
joint report of the Commonwealth Tertiary Education Commission (CTEC) and the
Commonwealth Schools Commission (CSC) examined developments in teacher edu-
cation which related particularly to Commonwealth priorities in education. These inclu-
de community languages, mathematics and science, education of girls, and the inte-
gration of handicapped children into regular classes.
The report identified substantial activity in each of these areas and, to
develop those activities further, it recommended two major pilot programmes for inten-
sive teacher development. One was directed towards improving teaching in schools
with a high proportion of students from disadvantaged backgrounds. The other was
directed at improving the opportunities of girls in mathematics and science at primary
and junior secondary levels. The report also recommended the development and pro-
vision of programmes for the preparation of aboriginal teachers to teach in traditional-
ly-oriented aboriginal and Torres Strait Islander communities.
The report agreed particularly with the need to further increase the effec-
tiveness of in-service education. It enclosed the principle of school-based pro-
grammes for in-service education and identified guidelines on which such pro-
grammes should be based.
Current Provisions for Teacher Education
Financing of teacher education The Commonwealth Government,
through the programmes administered by the Commonwealth Tertiary Education
Commission (CTEC), provides total funding for pre-service teacher education courses
in colleges of advanced education and universities. Total tertiary enrolment is 367,000
with a total expenditure of $2,000 million. Of the total enrolment, 75,000 (20 per cent)
are in courses designated as teacher education. It is estimated that $500 million a year
is being applied through CTEC to the recurrent funding of teacher preparation. This
represents 25 per cent of total recurrent funding for tertiary education. This is a sub-
stantial change from the pattern applied through the late 1960s, when teacher educa-
tion was funded by the states through teachers’ colleges.
Under present conditions, teacher education must compete with other ter-
tiary training programmes for funds. Block amounts are provided for each tertiary ins-
titution and the priorities of the institutions determine how much is allocated to teacher
education. This is usually determined by a funding index that is applied to different
areas within the institution. In general, such indices are usually fairly high for science
and technology courses in comparison to teacher education courses.
Resource needs in teacher education. Human resources are clearly
most crucial for teacher education in Australia. Constant links are being made bet-
ween teacher quality and student results, so that it becomes essential to recruit and
train the very best people as teachers. Of course, other constraints, such as finance
and physical resources, are important considerations—they are necessary but insuffi-
cient for developing quality education programmes.
At present, we are not attracting people at the top of the academic range
into teaching. On the other hand, there are teacher preparation initiatives, such as for
aboriginal people, which indicate that academic performance is not necessarily the
best indicator of potential for successful teaching. There is a need to be able to iden-
tify precisely which people have the potential to contribute in a positive way to the edu-
cation of young people.
Sharing of resources. The national teacher education association (South
Pacific Association of Teacher Education) provides a forum for the exchange of infor-
mation and ideas. In addition, there are national meetings, such as those of the pro-
fessors of education and the deans of education, which provide mechanisms for sha-
ring information. They do not provide formal means for sharing resources of a more
material kind. There is, however, some sharing of resources, particularly curriculum
resources, between teacher education institutions and schools. This commonly occurs
through making curriculum resource centres available to neighbouring schools, parti-
cularly for use by teachers.
Personnel needs and teacher education. a) Teacher educators: The
major means for the training of teacher educators in Australia is through the provision
of Masters’ and Doctoral programmes. There has been a very large increase in such
provisions in the last decade, with a substantial opportunity being given for training.
With respect to Australia’s requirements for teacher educators, there are adequate
numbers of qualified persons available for posts in primary and secondary teacher
education programmes. b) Primary and secondary teachers: Generally, there is an
adequate supply of primary teachers, with a tendency in some states for oversupply
to occur. There is currently a shortage of secondary teachers in the math/science and
industrial arts areas. Some mismatches occur between the qualifications of seconda-
ry teachers and their teaching assignments. This is so in two areas, in mathematics to
some extent and in computer studies to a substantial extent. In some states, special
training courses are being provided to enable primary teachers to retrain as mathe-
matics and science teachers. These are short, intensive courses sponsored by
employing authorities. A number of tertiary institutions also are becoming involved in
providing specific courses of teacher education for mathematics and science tea-
chers.
Qualifications for entry to teacher education courses. Trainees for pri-
mary education are required to successfully complete a full secondary education. The
same requirement exists for trainees for secondary education (i.e. successful com-
pletion of secondary education). In practice, for both, entry is more difficult due to res-
trictions on the number entering training courses.
Programme evaluation in teacher education. Courses in colleges of
advanced education, either for pre-service or in-service purposes, go through a formal
accreditation process normally supervised by a state board. This requires the prepa-
ration of a detailed document and, usually, visits to the institution by an accrediting
team. In universities, processes for accreditation are internal to the institution.
Accreditation of programmes. The Australian Council on Awards in
Advanced Education (ACAAE) was established in 1971 by agreement between the
state ministers for education and the Commonwealth minister. Its purpose was ‘to pro-
vide consistency in nomenclature,’ to maintain and publish a Register of Awards and,
perhaps most importantly, to ‘satisfy itself that the conditions and procedures used by
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the Commonwealth and State authorities in the assessment of awards are such as to
merit registration of such awards and their associated courses.’ It is under the latter
element that the provision exists for the accreditation of programmes in advanced
education. No such provision exists for university education.
The Council accredited its first courses in September 1972. By the end of
1979, the Council had issued 1,804 certificates of national registration. The awards
vary from associate diplomas for two years of full-time study or its equivalent through
diplomas to Bachelor degrees, graduate diplomas and Master’s degrees. They cover
a very wide variety of fields—vocational, technological and professional and some
more general degrees such as B.A. and Bachelor of Social Science. The Council ope-
rated by issuing guidelines to be applied by the appropriate authorities, State and
Commonwealth.
According to the ACAAE Yearbook 1980, ‘Before registering an award, the
Council will need to be assured by the accrediting authority concerned that appro-
priate consideration has been given to the following:
- ‘the general academic practices and standards of the educational ins-
titution;
- ‘the objectives of the particular course and the methods adopted to
achieve these objectives;
- ‘the standards for admission to the course;
- ‘the duration of the course, with regard to the standards of entry and
course objectives;
- ‘the breadth, depth and balance of the subjects involved and the
amount of intellectual effort required by the course;
- ‘the methods of assessment of student progress;
- ‘the relative emphasis on the teaching of skills in relation to the study
of the discipline;
- ‘any arrangements for practical training and experience as part of the
course;
- ‘the teaching staff conducting the course, including numbers, profes-
sional qualifications and experience, arid educational expertise; and
- ‘the accommodation and facilities, including equipment, library, labo-
ratories, workshops and other instructional resources, as necessary
for a particular course.’
In turn, each State, or the Commonwealth for its own institutions, develops
a set of procedures by which these guidelines will be checked. The normal pattern is
for the institution to develop a course proposal in substantial detail to present to its
appropriate authority. That authority then would usually appoint an accrediting com-
mittee consisting of people outside the institution to examine the documents, visit the
institution and develop a recommendation on accreditation, as part of a report on the
course. Such a committee might consist of five or six people, at least one being a
representative of an employing authority, in the case of education, and the others
being chosen for relevant expertise.
The accreditation process is normally taken very seriously by both parties.
The result is by no means a foregone conclusion. While outright rejection is relatively
unusual, substantial delays are not infrequent while the applicant group either revises
its submission or satisfies some associated condition, possibly to achieve appropriate
staffing or facilities.
. _ . .
The process is not always tension-free. Resentments can sometimes
develop in applicant groups if they feel that the judgements by the accrediting group
are arbitrary or biased. It is certainly an influential process. Even in cases where a sub-
mission is accepted without change, the staff involved have been through an elabora-
te and lengthy process of investigation and course design. In addition, they have had
to engage in a substantial discussion on the merits of their case with an external
group.
Despite the occasional tensions, or perhaps because of them, most
people involved on both sides regard accreditation as a healthy process, responsible
for a better level of course design and presentation and, most probably, higher stan-
dards of teaching and assessment.
In recent years there has been a significant move in the advanced edu-
cation sector towards institutional accreditation. In this pattern an institution, for
example the Royal Melbourne Institute of Technology (R.M.I.T.), indicates its proce-
dures for course approval and monitoring in some detail and is given approval to
accredit its own courses and to report them through the state body for national regis-
tration.
It seems likely that this pattern will be more widely accepted. This may be
unfortunate, not because the bodies do not have the capacity for the task but becau-
se they will miss the healthy interchange involved in the accreditation process.
Universities, of course, have remained in the situation of self-accredita-
tion, a situation which is not always easy to justify. University schools of education in
the U.S.A., for example, make use of the National Council for the Accreditation of
Teacher Education (NCATE) to have their courses accredited. U.K. universities make
use of a system of external examiners as a check on their teaching and examining.
Many Asian universities make use of a similar pattern, often involving Australian uni-
versities, to consider an accreditation process of some kind. The internal processes
for the justification of courses vary in style and intensity and often relate more to deci-
sions on resources than on academic merit.
For in-service courses, the most substantial evaluation study of teacher
development courses has been conducted by the Tasmanian Centre for the
Continuing Education of Teachers. This involved surveys and case studies. It identi-
fied a strong preference for courses seen by teachers as practical in emphasis, and
identified the need for such courses to be supported by schools in the production of a
substantial staff development policy for the school. Otherwise benefits from courses
remained very limited, confined only to individual teachers (Docker and Hughes,
1986).
A number of individual initiatives have been taken in the evaluation of tea-
cher education programmes, but only recently has this turned to more coordinated
efforts. Typical of the studies are the following: Taylor, 1980; Scott, 1980; Sigler, 1981;
and Meere, 1982.
Among the major steps taken to increase the effectiveness of teacher
education programmes is the closer involvement of students in the evaluation of
courses. Peer involvement in evaluation has been common, but not until recently has
it included the substantial involvement of students. This is proving to be a worthwhile
approach.
The Docker and Hughes study includes ethnographic approaches, inclu-
ding case studies and participant observation. The study shows the importance of lin-
king courses for individual teachers with co-ordinated and continuous policies of pro-
fessional development within the schools from which they come.
-
10
Teacher Education Innovations - Vol 2
Australia
11
Issues, New Initiatives and Innovations
Major changes in teacher education will undoubtedly follow the
earlier-noted initiatives in general education reform. Until now, most changes in tea-
cher education have occurred in terms of minor reorganisation, or an addition or sub-
traction of elements. Major changes have been few (e.g. the move from a two-year
minimum to a three-year minimum for primary courses in the late 1960s and the move
to a four-year B.Ed. degree for teachers in the 1970s). After a period of minor adjust-
ments, it is worth while to review the total structure and its development in terms of
current and future needs and to develop priorities on desirable directions for change.
This future-oriented approach has made some starts in Australia and should continue
more generally.
Teacher Development
A major area of concern for the immediate future is the area of teacher
development. It has oscillated in emphasis from a system-based or institution-based
approach to a school-based approach. Likely development in the future will see a
combination of all three aspects. Major programmes of teacher development are
under way or being planned in most stages. A typical example is the senior staff deve-
lopment scheme in Tasmania. Senior teachers are given a week at a time, three times
per year, to undertake specially designed courses in such areas as curriculum deve-
lopment, evaluation and administration. These are substantial courses requiring consi-
derable individual work between each of the three-week blocks. The courses are in
heavy demand.
In the past two years, the Australian College of Education has launched a
major study of teacher development entitled Better Teachers for Better Schools
(Hughes, 1987). In one of the papers in that publication, Beeston identifies major
trends in the field, saying that ‘these trends may be summarized as follows:
• ‘Teacher education should be viewed as a continuum of ongoing pro-
fessional development.
• ‘There is a strong link between the quality of education and the qua-
lity of teaching. A sub-set of this relationship is the link between curri-
culum development and teacher development.
• ‘The professional development of teachers is a joint responsibility of
governments, employing authorities, the profession and the individual
teacher.
• ‘Changes in school and society, and the reduced influx of new tea-
chers into the profession, mean that particular attention must be paid
to the provision of effective in-service education if the quality of tea-
ching is to be improved.
• ‘School-focused in-service education is potentially a powerful method
for improving the quality of teaching.
• ’Collaboration and co-ordination between providers of professional
development programmes, employing authorities, and teachers them-
selves are essential if professional development programmes are to
achieve the desired aims. In particular, effective liaison between
higher education institutions, as providers of pre-service education,
and schools is crucial.
• ‘ Within pre-service education, the provision of effective periods for prac-
tical experience is fundamental to the preparation of the new teacher.
• ’There is a need for teacher education activities at the pre-service and
in-service stages which focus on special areas of need.
• ’Continuing research and development in teacher education are
essential.’ (Beeston, 1987)
Organisational  Changes
One of the major issues still in the process of resolution is the nature of
the institutions in which teacher education is conducted. The two types of institution
are the colleges of advanced education and the universities.
Colleges of advanced education (CAEs) arid teacher education.
The colleges of advanced education inherited the staff of the former teachers’ colleges
in many cases, and with these people they inherited also many of the traditions.
Teachers’ colleges were devoted entirely to the preparation of teachers, and they
strongly emphasized the importance of vocational commitment and aimed to develop
a sense of community. In today’s terms, they would be called paternalistic. They
concerned themselves with the dress and general appearance of their students, with
their behaviour and interests as well as their academic performance and teaching abi-
lity. They arranged camps, excursions, interstate and overseas visits, sporting
contests, dances, concerts and other social occasions as a deliberate attempt to deve-
lop a community spirit. In one sense, it was still an extension of school, even to the
use of the assembly as a community gathering. In another sense, it was a very deli-
berate attempt at induction to a vocation, an induction going well beyond course
content.
In 1968, the Commonwealth Government accepted the recommendation
of the Work Committee for a new type of tertiary institution, the college of advanced
education— ‘different but equal,’ as CAEs were described with respect to universities.
Some of these are new institutions, such as Canberra CAE and the West Australian
Institute of Technology. Most were converted teachers’ colleges: thus, Wagga
Teachers’ College became Riverina CAE and Adelaide Teachers’ College became
Adelaide CAE. In almost all cases, teacher education was the predominant activity.
With a major infusion of Commonwealth funds, the growth and development of the col-
leges were rapid, more than forty institutions being accepted under the CAE banner in
a period of six years and enrolments growing so rapidly that they first equalled and
then surpassed university numbers. The rapidity of the changes marked a substantial
alteration in administrative patterns. That seemed an unimportant aspect. The col-
leges were separated from the employing authorities and given an autonomy which
professional staff had been requesting for years. Their facilities were rapidly improved,
or new ones developed, and the provisions for equipment were generous, at least in
the context of what had been available for teachers’ colleges. New and well-qualified
staff were recruited and ambitious programmes of staff development were introduced
to upgrade the qualifications of existing staff. Universitylevel salaries were adopted,
together with such opportunities as sabbatical leave. There was a considerable attrac-
tion about the new institutions. When the first seven positions were advertised in 1970
for teacher education in the new Canberra CAE, more than 1,000 applications were
received. The colleges were granted the power to award degrees under a system of
accreditation approved by the specially formed Australian Council on Awards in
Advanced Education. The situation was thus radically different from that of the tea-
chers’ colleges, and this change occurred with surprising speed, essentially within a
three-year period.
As previously mentioned, the main concern of the CAEs is with early
childhood and primary education, but there are also some substantial secondary pro-
grammes, for example the South Australian CAE, Canberra CAE, Sydney CAE and
Western Australia Institute of Technology (WAIT).
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Since the mid-1970s, there has been a considerable change of empha-
sis. The teacher shortage ended for almost all aspects of teaching, and a teacher sur-
plus appeared for some aspects. In retrospect, it is easy to blame poor planning for
the rush to increase teacher education programmes which occurred in the early
1970s. In fact, accurate prediction was not easy. The demand for teachers had been
caused by two factors: the increase in school enrolments and the heavy resignation
rate of teachers. The change in the former could be, and was, predicted. The change
in the latter, from a range of 13 to 15 per cent per annum to one of 3 per cent per
annum, was not predicted. This change represents a drop in demand of some 15,000
teachers per year. A major factor in the change was in the career patterns of women
teachers: whereas there had been a 23 to 25 per cent resignation rate, and an avera-
ge teaching life of two to three years, new patterns in childbearing and child-rearing,
together with different leave policies, meant that the rate of resignations dropped to
the four to five per cent level. With this change, teacher education courses—which had
been the mainstay of the colleges, permitting them to support other and more expen-
sive courses—became something of a liability. The last few years have seen a consi-
derable move by the colleges to diversify their courses and move into post-graduate
and in-service courses. Teacher education still remains the major area in terms of
numbers. The move into nursing education will be a substantial area of diversification.
Universities and teacher education. As mentioned, the main
involvement of universities with initial teacher education is in preparation for seconda-
ry teaching through a one-year diploma of education following a first degree. Other
variations to this pattern have already been mentioned: early childhood and primary
Dip.Ed., and the four-year B.Ed. The Dip.Ed., with its stringent time restrictions,
assumes rather similar forms: foundation studies, involving psychology, sociology, phi-
losophy and history of education; curriculum studies, concerned with the processes of
course development and planning, and with studies of teaching approaches in rele-
vant subjects; and field experience, mostly involving supervised practice in schools for
periods varying from four to ten weeks at a time. The stringent time limits do not allow
major variation. Like the colleges, the universities have a variety of Master’s degrees,
although these are more likely than the college degrees to have a research element.
Even this distinction does not always apply and the colleges and universities which
have both B.Ed. and Dip.Ed. forms and Master’s degrees have much in common. The
one distinguishing feature is the occurrence of the Doctoral degree in the universities.
Single-purpose and multipurpose institutions. Initially, many
of the colleges were single-purpose institutions, with that purpose usually being the
education of teachers. Another group of single-purpose institutions are the agricultu-
ral colleges. An early part of the move from teachers’ colleges to CAEs was the move
towards diversification to reduce the dependence on teacher education.
For the larger institutions it was not a problem. Institutions such
as Royal Melbourne Institute of Technology, New South Wales Institute of Technology
and Queensland Institute of Technology had never had a teacher education program-
me and did not adopt one. Newer bodies, such as Canberra CAE and WAIT, diversi-
fied from the beginning, had substantial numbers of other students even though tea-
cher education was still the largest single element.
For other institutions, the move towards diversification was har-
der. Country colleges, such as Goulburn CAE, Riverina CAE, Wollongong Institute of
Education, Townsville CAE, and Darling Downs IAE, recognized the practical need to
diversify but found it more difficult to develop courses and facilities to make it practi-
cable. The various constituent bodies of the State College of Victoria, bodies such as
Frankston, Toorak, Burwood and Coburg, experienced similar difficulties. The basis for
most of these bodies had been as a teacher college, and staff had carried over many
of the traditions and expectations It was not until the pressure
to diversify was increased by the lessening in demand for teachers that this break with
the past became more substantial. This pressure led to amalgamations, in some
cases of college with college, as in the case of Phillip CAE and Chisholm CAE, and in
other cases of college with university, as with James Cook University, Tasmania and
Wollongong.
The pressure to move away from the single-purpose institution to a multi-
purpose body was largely for economic and organisational reasons, rather than for
any clearly stated educational advantage. Indeed, the single-purpose institutions pos-
sessed some advantages for teacher education. One of these was the vocational
commitment. Students entered the courses with a clear commitment; staff accepted
that commitment and gave it their explicit support and encouragement. Moreover, both
the rationale and the detailed organisation of courses could be made consistent.
Practice teaching could be an essential element in planning, for example, rather than
a somewhat troublesome interruption to the smooth flow of teaching, as it can be
considered in a multipurpose institution.
Single-purpose colleges had their disadvantages also. The common voca-
tional commitment meant that intending teachers did not come into contact, during
their studies, with others studying for non-teaching purposes, such as engineers,
architects, lawyers and computer specialists If the commitment proved to be an illu-
sion, there was no easy way to switch to another vocational stream or to further gene-
ral education. At the staff level, the commonality of purpose and background had its
advantages. It could also mean a lack of strength and diversity in disciplinary support
for the studies. The quality of preparation in such areas as science and mathematics
for staff working in single-purpose institutions was often below the quality found in ins-
titutions with a broader base. Although the move from single-purpose to multipurpose
institutions for teacher education has been both inevitable and advantageous, it
should not blind one to the losses involved.
Amalgamations and their effects. As noted, two distinct types of amal-
gamations have occurred. One of these is the amalgamation of separate colleges to
form large, multi-campus colleges. Examples of these are Brisbane CAE, South
Australia CAE, Western Australia CAE, Chisholm CAE, and Sydney CAE. Each
includes elements which were substantial colleges in their own right: for example, Mt.
Gravatt Teachers’ College, later Mt. Gravatt CAE in Brisbane; Adelaide Teachers’
College, later Adelaide CAE, in South Australia; Mt. Lawley Teachers’ College, later
Mt. Lawley CAE in Perth; and Frankston Teachers’ College, later Frankston College of
the State College of Victoria in Melbourne.
The purpose of this type of amalgamation is to produce a more flexible
institution, less dominated by teacher education courses than had been their consti-
tuent parts. A greater range of courses can be provided because of the more sub-
stantial diversity in staff expertise and the greater range of facilities available. Implicit
in the move is the idea that there will be an economising of administrative costs. The
advantages claimed are real, but potential rather than guaranteed. The linking is an
advantage only if it is used to plan on an institution-wide basis, to gather strengths, to
eliminate weak or uneconomic operations—in short, through organizing resources on
the basis of clearly defined policies and priorities. There is no economy and no advan-
tage if the campuses continue to operate as separate institutions. At this stage, no
clear verdict can be given. A task of such complexity, and of such sensitiveness, takes
longer to reach substantial advantages than has yet been possible. Early prospects,
however, are encouraging.
The second type of amalgamation has been that of a CAE and a univer-
sity, resulting in a larger and more comprehensive university. As mentioned, this has
occurred in three places. Mergers have also been attempted in two other places. The
completed mergers are at James Cook University of North Queensland, the University
of Tasmania and the University of Wollongong.
14
Teacher Education Innovations - Vol 2
Australia
15
Links between training institutions and employing authorities. At first
consideration, the links between training institutions and employing authorities seem
to have diminished substantially. Within the teachers’ colleges and the employing
authorities, the link was direct and obvious. The teachers’ colleges, apart from the few
religious institutions, were education department institutions in the same way as
schools. Departments financed them, appointed their staff, erected their buildings,
provided their equipment, selected their students and appointed them to teach at the
end of the course. It is difficult to think of a more powerful set of links.
Despite these legal and formal links, the association was not a closely bin-
ding one, even though the potential for such close binding was there. The dominant
concern of the departments was to have a regular and reliable supply of teachers.
Provided the colleges did what they could in that direction, the departments were less
concerned with the mechanism. Financial support was never generous, but neither
was it tightly tied to particular policies, other than the broad ones of student number
and course length. Staff members were selected by the colleges in reality, even
though the mechanism used was that of the department. Equally important, the
courses were the responsibility of the college in practice, even though the potential
was there for direction by the department. In these two crucial areas, the colleges had
an effective decision-making role, while lacking the legal authority.
Paradoxically, while the links between employing authorities and training
institutions now are less formal and have no legal force, they may well be stronger and
more influential. The education departments and other employing authorities, such as
the Catholic Education Offices, have a potentially powerful monitoring role. That role
operates partly through direct representation on governing boards of tertiary institu-
tions, partly through representation on accreditation committees for colleges, and part-
ly through procedures for employment of graduates of teaching courses. Each of
these ways is potentially powerful. The actual amount of influence is probably in inver-
se order to that listed. With the oversupply of teachers, and the abolition of student-
ships and guaranteed employment, there is a very strong direct incentive for the stu-
dents; consequently, the institutions attempt to match the requirements of employers.
In some states, for example, with the Victorian Education Department, there is a for-
mal body to specify requirements. In other instances, the requirements are less for-
mally specified but no less powerful. Accreditation, similarly, provides a strong base
for influence.
New Initiatives
Distance education. This area of opportunity is now assuming new
importance, particularly with the means offered through the new information technolo-
gy. Specific institutions have been given responsibility in this field: Murdoch University
in Western Australia, Deakin University, University of New England, Queensland
University, and Darling Downs Institute of Advanced Education.
New information technology. A number of initiatives are under way in
the provision of courses with an emphasis on new information technologies (NIT), par-
ticularly computers. A typical example is the Graduate Diploma of Computers in
Schools, a course recently introduced at the University of Tasmania. This aims to help
teachers of regular subjects other than computing studies to be able to make the best
use of NIT in their own areas. The University of New England and the University of
Western Australia have developed major research efforts in this field.
Project 21. One of the most interesting projects currently being planned
is Project 21. This is a project of the Board of Teacher Education in Queensland, plan-
ned in conjunction with the State Education Project, Education 2000. The latter aims
to define directions, struc
tures and emphases for state education leading to the year 2000. Project 21, as the
name implies, asks: What are the requirements for teachers whose working lives will
be, for the most part, in the twenty-first century? It is currently being planned in some
detail.
Basic learning in primary schools. This Commonwealth programme is
directed towards raising achievement in primary schools. This involves priorities in the
following areas: professional development programmes, home-school relations and
parental participation, and curriculum change. The first of these includes intensive pro-
grammes to improve primary teachers’ understanding of language and mathematics
learning and develop their skills in teaching and observing children with learning diffi-
culties, as well as programmes which pertain to curriculum design and adaptation.
These programmes will be both school-based and systembased.
In the next few years, the most important area for education improvement
will undoubtedly be through the teacher development programmes, in recognition of
the view that the teacher as a professional needs to be part of a continuing education
pattern. It is too early at this stage to predict the extent of such initiatives. It is not,
however, too early to identify the need.
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PEOPLE’S REPUBLIC OF CHINA
Recent Developments In Teacher Education
Since the end of the decade-long Cultural Revolution (1966-1976),
China has made great efforts to modernize agriculture, industry, science and techno-
logy, and national defence. This has been known as the Four Modernization Drive.
Geared to this Four Modernization Drive, education has achieved great success in its
restoration, development, and innovation, in which teacher education has played a
strategic role. More significantly, it has been recognized that without effective teacher
education the successful realization of the Four Modernization Drive simply will not be
possible. Thus, the Chinese government explicitly addressed the significance of tea-
cher education as a ‘machine tool’ of the overall educational cause and the funda-
mental base for cultivating a new generalist who possesses lofty ideals, moral integri-
ty, a strong sense of discipline, and a well-rounded educational background. The rea-
son is that the current generation must be ready to commit itself to confront the chal-
lenges of the future. To recover from the destruction of education in general, and of
teacher education in particular, the government has adopted the following basic mea-
sures.
Restore the long Chinese tradition of respect for teachers. During the
turmoil of the Cultural Revolution, the anti-intellectual attitude destroyed the educatio-
nal cause. Teaching was a discouraging and frustrating experience To change this
situation, in addition to increased funding for teacher education, improvements to tea-
ching conditions and other measures, it was first of all necessary to re-educate stu-
dents, parents, administrators, and teachers themselves to develop a better percep-
tion of the teaching profession and education for teachers. It has become very impor-
tant to recall the traditional respect for teachers in the Chinese culture. Such honors
for teachers as ‘the paragon of the human being,’ ‘the engineer of the human soul,’
and ‘the gardener of the nation’s flowers’ have been strongly addressed and broadly
discussed.
Restore provision of teacher education programmes at three levels.
This includes the following: pre-service teacher education—first level at normal
schools, second level at teachers’ professional colleges, and third level at teachers’
colleges and normal universities; and in-service teacher education—first level at tea-
chers’ advancement schools at county level, second level at institutes of education or
teachers’ advancement colleges at the regional level, and third level at institutes of
education at the provincial level.
Expand both formal and non-formal in-service teacher education
programmes. An extensive network for in-service teacher education programmes has
been developed to include radio and television programmes, audio-visual pro-
grammes, correspondence courses, and spare-time courses. In August 1980, the for-
mer Ministry of Education, in a special document, indicated that in-service teacher
education institutions at all levels were important places for training elementary and
secondary school teachers and, thus, are vital components of the teacher education
system. The document stipulated that institutions for in-service programmes approved
by the Ministry of Education were to have the same status as their institutional coun-
terparts for pre-service programmes
In the past five years there has been much development in teacher edu-
cation in China. The number of normal universities and teachers’ colleges has increa-
sed by 47 per cent (81 institutions); graduates, 50 per cent; admissions, nearly 200
per cent; enrolment, 25 per cent; and full-time faculty, 140 per cent. The increase of
post-graduate enrolment has been the most notable. In 1985, the number of post-gra-
duates was 3.6 times that of 1980. Among institutions of higher teacher education, tea-
chers’ professional colleges constituted the majority, as teachers for junior secondary
schools were in great demand. Among 253 institutions (1985), normal universities and
teachers’ colleges accounted for 70; teachers’ professional colleges, 183. There was
little increase in normal schools, however, because of the upgrading of many normal
schools to teachers’ professional colleges. Yet in the same period, they turned out
about 900,000 graduates, quite a considerable figure. In 1985, there were 1,028 nor-
mal schools across the country, including 57 for early childhood education, with enrol-
ments of 24,352; new admissions accounted for 9,781. Full-time teachers numbered
2,595. The expansion of normal schools (early childhood) doubled in the past five
years, both in terms of number of schools and student enrolments.
As regards in-service teacher education, in 1985, the enrolment of insti-
tutes of education was 2.8 times that of 1980. From 1984 to 1985, the number of tea-
cher advancement schools increased by 256; enrolment rose by about 36 per cent.
Correspondence courses and extension colleges for teacher education programmes
have also been expanded. A great many teachers took various training programmes:
single courses, advanced studies, remedial studies and teaching methodology.
Among the 247,122 teachers who attended the institutes of education in 1985, 79,480
were on a full-time basis and 167,642 on a part-time basis. In addition, in 1985,34,033
teachers completed their studies in various short-term programmes in institutes of
education. Admissions to these short-term programmes totalled 17,214 that year, and
the total enrolments were 25,049. The increase in the number of teachers’ advance-
ment schools was 256 in 1985, compared to 145 in 1984, and enrolments increased
by 36 per cent.
In 1984, graduates of teachers’ correspondence institutes numbered
1,753 and enrolments were 2,611; correspondence departments and extension col-
leges sponsored by the teachers’ colleges and normal universities had 22,311 gra-
duates; admissions were 52,624; and enrolments were 129,346.
To meet the great demand for school teachers, both pre-service and
in-service, teacher education programmes in general colleges and universities have
been widely established.
Current Provisions for Teacher Education
In China, teacher education generally denotes pre-service and in-service
education for those who are to be in the career of teaching.
Pre-service training programmes. There are three different levels of ins-
titutions for pre-service teacher education.
• Normal schools (general and early childhood) enrol junior middle
school graduates with three or four years of schooling; while normal
schools (general) train teachers for elementary schools, and normal
schools (early childhood) provide training programmes for kindergar-
ten and nursery school teachers. The curriculum for normal school
(general) includes such courses as political science, Chinese lan-
guage, mathematics, physics, chemistry, biology, hygiene, history,
geography, foreign language, psychology, educational theories, teach
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ing methodology of elementary Chinese language, teaching methodo-
logy of elementary mathematics? teaching methodology of elementa-
ry science, physical education and its teaching methodology, music
and its teaching methodology, and art and its teaching methodology,
as well as ethnic minority language for ethnic minority normal schools.
Student teaching includes regular observation and participation, and
final practice teaching, which is eight weeks for three-year pro-
grammes and ten weeks for four-year programmes. Productive labour
comprises four weeks.
The curriculum for normal school (early childhood) includes courses in
political science, Chinese language, mathematics, physics, chemistry,
biology, history, geography, foreign language, child development,
pre-school educational theories, child hygiene, teaching methodology
of language, teaching methodology of calculation, physical education
and its teaching methodology, art and its teaching methodology, and
music and its teaching methodology. Requirements for student tea-
ching and productive labour are the same as those for normal schools
(general)
• Professional teachers’ colleges enrol senior middle school students
with two or three years of schooling to train junior middle school tea-
chers The curriculum includes general courses (political theories,
foreign language, educational courses—educational theories, psycho-
logy, teaching methodologies, etc.—physical education), specialized
courses (varied), student teaching (six weeks), and productive labour,
military training, and social survey (eight weeks).
• Normal universities and teachers’ colleges enrol senior middle school
graduates of four-year undergraduate training programmes to train
secondary (mainly senior) school teachers. The curriculum includes
general courses (political theories, foreign language, educational
course, physical education), specialized courses (varied), field work in
specialized areas (varied), primary research (four to six weeks), pro-
ductive labour, military training and social survey (eight weeks), and
student teaching (six weeks).
Post-graduate programmes are available at normal universities and tea-
chers’ colleges, especially at ‘key normal universities. Research has been encouraged
at normal universities and teachers’ colleges to promote academic and social ser-
vices. While these three levels of institutions deal mainly with pre-service teacher edu-
cation, in-service programmes of different types for school teachers are also available,
especially for advanced studies, both in subject matter areas and professional trai-
ning.
In-service training programmes For in-service teacher education, China
also has three different levels of formal institution. One includes teachers’ advance-
ment schools at the country level for elementary, kindergarten, and nursery school tea-
chers, and village (town) supervisory centres for local elementary school teachers.
Another involves regional institutes of education or teachers’ advancement colleges,
which are mainly for junior middle school teachers. The other includes provincial ins-
titutes of education or teachers’ advancement colleges for secondary (mainly senior)
school teachers.
These institutions provide remedial assistance programmes for those who
qualified in both educational preparation and teaching competence, plus further study
programmes for those who are basically competent in teaching but unqualified in their
educational preparation, and advanced study programmes for qualified and outstan-
ding teachers.
The curriculum for in-service teacher education programmes is generally
similar to that of the pre-service programmes in content, except that it is more inten-
sive, more oriented to the needs of individual teachers, and more flexible in time arran-
gement, ranging from part-time study and self-study to short-term and long-term trai-
ning. In addition, political science, physical education, foreign language and student
teaching are generally not required. The major emphasis is on subject matter and edu-
cational theories.
Division of subject-matter areas. China’s teachers’ colleges, normal
universities, and institutes of education train teachers in different subject-matter areas.
In principle, the division of subject-matter areas is in line with the curriculum of secon-
dary schools, whereas in normal schools there is no specialized division of sub-
ject-matter areas for their training programmes.
In recent years, there have been great changes in the provision of sub-
ject-matter areas at many normal universities and teachers’ colleges. Many new spe-
cialized courses and areas were added for the needs of social development and the
new growth of science and technology. These include such courses as computer
science, radio electronics, biochemistry, educational media and library science. Some
other teachers’ professional colleges have also set up new programmes according to
the actual needs of different ministries or local development. These involve such fields
as mechanical manufacturing and industrial automation, engineering, drafting, finan-
cial accounting, power drive of heat energy, and other vocational and professional
fields.
As regulated in the General Programmes for Institutes of Higher
Education (1963 Revised Edition), there were 17 areas of subject matter for teacher
education programmes. The number later reached 37. By 1985, the installation of
study areas totalled 67. Programmes available in these fields were spread throughout
747 institutions, instead of the 641 in 1981. The expansion of subject-matter areas has
had its advantages and disadvantages.
Issues, New Initiatives, and Innovations
Despite their rapid restoration and development in the past few years,
pre-service and in-service teacher education programmes have not been able to meet
the needs of educational expansion and reforms either in terms of quality or quantity.
This has been especially true since the announcement of the national reform of the
educational system in 1985. New initiatives and innovations need to be promoted.
Emphasis on in-depth perceptions of the teacher’s role and of edu -
cation for teaching as a profession. To promote teacher education in China, the first
issue is to reestablish the dignity of teaching as a profession and to reemphasise the
strategic role of teacher educators in the Four Modernization Drive. The government
has made every effort to effect a change in the prejudice against the teaching profes-
sion and teacher education as a result of the Cultural Revolution. This is considered
as a vital assurance of the many initiatives and innovations in teacher education Some
further measures being considered include the following:
- To Adopt A Law of Teachers by the National People’s Congress.
This will define the basic obligations and rights of teachers, address
general policies and regulations for protecting teachers, and promote
the teaching profession; it will also be of significance to constitutiona-
lize the Chinese traditional respect for teachers. A special committee
was designated in 1986 for research and final drafting of the law.
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- To Raise Teachers’ Salaries in Accordance with the Governments’
Financial Capacity and to Increase Funding for the Improvement of
Teacher Education.
Since 1985, the government has made special arrangements to res-
chedule teachers’ salaries to improve living and working conditions of
teachers. Local governments were assigned to do more in the way of
practical services to improve health care, child care, housing and
other welfare concerns of teachers. A special fund of an additional 1.3
billion RMB yuan was to be located in the seventh five-year plan
(1986-1990) for teacher education associated with the compulsory
education movement. Local governments have taken an active part in
strengthening teacher education, According to the decision of the
State Education Commission, priorities should be given to teacher
education institutions in terms of: the distribution of personnel,
finances, and facilities; arrangements of capital construction; recruit-
ment of teaching staff; and admission of excellent candidates.
- To Initiate Teachers’ Day Every September 10th (this was started in
1985).
Around September 10 each year, activities involving students’ parents
and teachers are held—such activities as ‘The Week for Teachers,’
‘Warm Visit to Teacher’s Family, “Warm Services for Teachers (parti-
cularly by students),’ ‘Special Gathering for Appreciation of Teachers’
Contribution (including retired teachers),’ and ‘Special Rewards for
Outstanding and Experienced Teachers.’
- To Provide More Opportunities for Te a c h e r s ’ P r o f e s s i o n a l
Advancement to Make Teaching Positions More Stimulating and
Attractive, Especially to the New and Young Teachers.
Expansion and innovation in enrolment. Because of the low socio-eco-
nomic status of school teachers, as well as the shortcomings in admission and
employment systems, many excellent secondary school graduates were unwilling to
apply for admission to teachers’ colleges and normal universities. The graduates of
these colleges and universities were hesitant to become school teachers. Meanwhile,
teachers themselves frequently wanted to leave schools and apply for better positions.
These factors have caused a serious shortage of teachers in China’s educational sys-
tem. According to the forecast made by the Department of Higher Education of the for-
mer Ministry of Education in 1984, there will be a shortage of 150,000 junior middle
school teachers in 1990. Filling the gap is apparently beyond the capacity of existing
teacher education programmes in the country. As regards elementary schools,-becau-
se of the natural depletion, the removal of unqualified teachers, and the universalisa-
tion of elementary education, an additional 1,200,000 to 1,500,000 teachers are nee-
ded towards the year 2000. At this point, the problem lies not with the capacity of nor-
mal schools to produce teachers; rather it lies with the decrease in. the number of tea-
chers available to teach in elementary schools— increasingly, normal school gra-
duates teach in junior middle schools.
The shortage of teachers affects a variety of subject-matter areas in ele-
mentary and secondary education. Among others, in general, the greatest needs were
in the areas of physical education, music, arts, physiology, and hygiene. Following the
reorganization of secondary education, with the strong emphasis on vocational trai-
ning, vocational teachers in various fields are in great demand.
It is essential, when discussing teacher shortage in general, to note the
situation in border areas and minority regions, where the teacher shortage is serious
and becoming a great obstacle to the compulsory education movement.
Expansion and innovation in enrolment has become the next important
issue in teacher education, for several reasons.
• The government has planned to expand the enrolment of teacher edu-
cation programmes with a strong emphasis on the training of junior
middle school teachers, teachers of ‘shortage subjects’ and teachers
in remote areas and minority regions.
• Teachers’ colleges and normal universities were authorized to advan-
ce the admission through a separate entrance examination or after the
national unified examination in order to have the priority of recruiting
satisfied candidates for teacher education programme.
• A recommended-based admission was being tested in selected nor-
mal universities in which strong control was assured over the achie-
vements of study, the development of morality, intelligence, and phy-
sical constitution, and the desire to have a career in education.
Secondary normal schools might recommend a certain number of
their graduates to study at normal universities on the condition that
they return to teach in their schools of origin after graduation.
• In addition, an oriented-enrolment programme was being carried out
in several provinces. This was particularly useful in remote and coun-
tryside areas where teachers are especially needed. In this program-
me, the county bureau of education was authorized to make a selec-
tion of teachers’ college candidates who, upon graduation, should be
assigned back to the county to teach.
Establishment of multi-level, multi-pattern network for in-service
teacher education . Due to the damage caused by the Cultural Revolution, the pro-
portion of unqualified teachers in elementary and secondary schools was unexpec-
tedly great. In 1985, among the 8,030,000 elementary and secondary school teachers
in the country, only 42.5 per cent had attained the required educational qualifications.
To enable all teachers to meet these qualifications, about 2,000,000 teachers need
remedial or further training during the next five to seven years, in addition to the
1,000,000 who are academically qualified but professionally incompetent in teaching.
However, this is far beyond the capacity of institutes of education and teacher advan-
cement schools at all levels since these institutions can only admit about 300,000
in-service teachers per year.
One of the reasons why so many teachers were unqualified was that
about 50 per cent of them were ill-prepared during the Cultural Revolution. Many of
them received diplomas - without the appropriate preparation. Thus, the development
of in-service teacher education programmes has gained the highest priority in making
the existing teachers qualified and upgraded.
Theoretically, the government has insisted upon the formulation of a ‘life-
long learning’ concept among all teachers throughout the country. It is held that the
provision of teachers’ in-service education is not a mere emergent or remedial mea-
sure. Instead, it is a lifelong necessity for teachers’ professional growth in the chan-
ging society with its educational development.
Therefore, on the one hand, teachers should be highly motivated in their
continuous learning; on the other hand, administrators should support and encourage
teachers to take the opportunity to learn.
Initiatives and innovations in teachers’ in-service education took place in
the following ways.
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• It was suggested that institutions for in-service teacher education
should be reorganized. They should not restrict themselves to formal
education but expand to short-term classes, single-subject training
classes, study in teaching methodologies, etc. and shape an overall
system of in-service teacher education at different levels and with dif-
ferent patterns. The State Education Commission decided to scrutini-
ze and evaluate existing programmes for inservice teacher education
at all levels within two years to determine whether the conditions, ope-
ration, and quality of the programmes effectively meet the needs of
the educational system.
• Universities and professional colleges of all types were encouraged to
provide in-service training for teachers through correspondence
courses, face-to-face teaching, and spare-time studies. Programmes
should be flexible, covering undergraduate classes, professional
classes, secondary teacher-training classes, and other intensive trai-
ning classes.
• Widespread use of the media for in-service teacher education has
been emphasized, including radio-television and audio-visual pro-
grammes. Recently, the government decided to utilize a satellite sys-
tem to initiate a special TV channel as a means for additional tea-
chers’ in-service training. This was formally launched October 1, 1986.
• The government strongly encouraged the involvement of academic
societies, professional organisations, democratic parties, and govern-
mental agencies in the development of teachers’ in-service training
programmes. Since August 1985, the central government has desi-
gnated ‘Lecture Teams for Teacher Training’ comprising 3,259 people
in different provinces and regions. It decided to continue organizing
the same teams, as they have successfully promoted teachers’ in-ser-
vice training in the less developed areas.
• The self-study-based examination system has become an important
form of access to teachers advanced studies. The Provincial
Self-Study-based Examination Commission was encouraged to set up
an examination system in different specialized courses for school tea-
chers. It was believed that these commissions would play as signifi-
cant a role in teachers’ in-service education as they have for non-for-
mal higher education in general.
Priority of teaching-staff development for teacher education institu -
tions. The poor quality of teacher training was closely related to the inadequacy of
teacher-staff development in terms of academic preparation and professional compe-
tency. In an investigation covering 59,064 faculty members of 237 teachers’ colleges
and normal universities, only 1.8 per cent held Doctorate or Master degrees, while 20
per cent were not college graduates and, thus, unqualified. Barely 10 per cent of the
faculty members of normal universities were professors. Professors and associate
professors were very rare in teachers’ professional colleges and institutes of educa-
tion. Among faculty members in teachers’ colleges and normal universities, 44 per
cent were under the age of 4Q,24 per cent were above the age of 50, most of the
associate professors were above the age of 50, and more than half of the professors
were above the age of 60, while most of the lecturers were above the age of 45. Thus,
some faculty members were too old, and others were too young. There were too few
middle-aged faculty members. This age gap does not lend itself to shaping a strong
scholarly faculty of appropriate age structure.
In many teachers’ colleges it was difficult to find teaching staff within such
areas as pre-school education, educational theories, psychology, sociology of educa-
tion, educational statistics, educational technology, or other newly emerging subjects.
The State Education Commission has repeatedly emphasized that tea-
ching-staff development is a key issue, the solution to which will guarantee the foste-
ring of qualified teachers. For this reason, the State Commission plans to carry out the
following measures.
• Teachers’ colleges and normal universities are to be given high priori-
ty in recruiting college graduates. At the same time, normal schools
would also have the first choice of recruting graduates in such special
areas education, psychology, music and arts.
• Action was taken to provide more opportunities for teacher advance-
ment study. Two nationwide teacher training centres for advanced stu-
dies were established in Beijing and Wuhan. Post-graduate classes
and advancement classes in some universities were accessible to
in-service teachers who had met the entry requirements.
• As an experiment, a contract-based recruitment associated with sys-
tems of teacher assessment and promotion, was to be carried out.
Based on these systems, teachers who did not perform well would be
removed.
Innovation in teaching for better quality of teacher education pro -
grammes. The government has taken the position that the assurance of better quali-
ty programmes is the focal point of innovation in teacher education. Therefore, every
effort must be made to improve teaching.
• The government has repeatedly emphasized that the guiding principle
of teacher education should be to serve effectively the implementation
of nine-year compulsory education and the improvement of basic edu-
cation (elementary and secondary education) in the new era of tech-
nology. A major task is to train teachers for elementary (including kin-
dergarten) and secondary school teaching. The teachers also should
assume part of the responsibility for in-service teacher training. The
division of responsibilities should be distinctively clarified so that the
mission of secondary normal schools is to train kindergarten and ele-
mentary school teachers; professional teachers’ colleges should train
junior middle school teachers; and teachers’ colleges and normal uni-
versities should train senior middle school teachers. Some key normal
universities should also have the responsibility of training teachers at
the higher level through post-graduate programmes under the appro-
val of the State Education Commission. The upgrading of institutions
should be restricted by controlling quality through programme evalua-
tion and procedure for approval.
• The government again announced the significance of political and
ideological education so as to assure the overall goal of teacher edu-
cation (i.e. to cultivate cultured persons as teachers with lofty ideals,
high morality, strong discipline, and a sense of mission as educators).
Career orientation (for all prospective teachers, from the early period
of preparation to graduation) has been another significant aspect
which might reinforce a sense of appreciation and dedication to the
future career of education.
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• With the rapid expansion of specialisation of subject-matter areas,
there was a need to review what was really needed in the educational
system on the one hand, and what teachers’ colleges were able to do
given existing conditions, on the other. The provision of specialities
and courses should be adjusted in such a way that these specialities
and courses are appropriate to the current changes in school curricu-
lum, with the quality of provision being guaranteed. There was also a
need to enhance such specialities as physical education, music, arts,
physiology, hygiene, computer science, and vocational education.
• It was suggested that the curriculum and teaching plan for teacher
education should be revised in accordance with the reform of educa-
tion. Teaching should focus more on the cultivation of creative imagi-
nation and independent thinking and on teaching competence, than
merely on the transfer of knowledge. Elective courses should be
increased to widen the scope of students’ knowledge. ‘Lecture-type’
teaching should be made more concise and effective to provide more
time for discussion and self-study.
• Changes have taken place in updating educational courses and inte-
grating educational theories with practice. Such courses as sociology
of education, economics of education, educational statistics, and edu-
cational technology were restored or newly established. Attempts
were made to improve the association between teacher education ins-
titutions and the school system.
• As one of the major tasks of normal universities and teachers’ col-
leges, educational research gained high priority and played a signifi-
cant role in the further study of educational theories and provision of
research data and theoretical guidance for educational reform.
Institutions for educational research have mushroomed, resulting in
extensive publications on education. Studies on international and
comparative education have brought in useful experiences and new
ideas from other countries; these have been particularly useful to
China’s reform of education.
In relation to the reform of educational courses and development resear-
ch, a good start in the use of modern technology and media for educational research
and teaching improvement has become one of the major aspects of the innovation in
teacher education. The use of the computer is one example, the establishment of
satellite programmes for teacher education is another, and there certainly are many
more.
Reform of administration. To make teacher education more effective,
the reform of administration has become critical, especially with regard to co-ordina-
tion between secondary and higher teacher education, and between pre-service and
in-service teacher education, which used to be under separate departments and divi-
sions of the former Ministry of Education. For this reason, a special Department of
Teacher Education was established under the State Education Commission in 1986.
It was further clarified that the State Education Commission would take
direct control over several key normal universities and the Central Institute of
Educational Administration, while the rest of the teachers’ colleges and provincial ins-
titutes of education would be managed by the provinces. Teachers’ professional col-
leges and local institutes of education were under direct control of the provinces, in
association with local governments; whereas secondary normal schools and teachers’
advancement schools were generally managed by local governments.
Based on the programme evaluation which was under experimentation,
provincial governments were authorized to approve the establishment, readjustment,
or suspension of secondary normal schools and teachers’ advancement schools; whe-
reas the establishment, readjustment, or suspension of institutions for higher teacher
education (both pre-service and in-service) should be approved by the State
Education Commission. The conferring of academic degrees and diplomas for teacher
education programmes should be reported to the corresponding authorities for appro-
val. Teachers’ certification was recently planned and will be put into practice in the
near future, in accordance with the appropriate qualifications of training. To guarantee
the quality of education, teachers must be certified as professionals before they can
teach.
Future Directions
In his report at the National Conference on Education for Elementary- and
Secondary School Teachers in 1985, Deputy State Education Commissioner He Dong
Chang illustrated the future directions of China’s teacher education. He suggested that
in 15 years or more, a qualified, stable, and sufficient teaching force of kindergarten,
elementary, and secondary schools, with reasonable ranges of age, speciality and
level, will be fostered through persistent efforts. Prospective teachers will be required
to possess a sense of mission as educators. They will be dedicated and well educa-
ted, with high morals, a solid academic background, sound physical constitution, and
competency in teaching. To achieve this objective, three phases of development were
to be planned:
• Phase 1: In about five to seven years, the emphasis will be on retrai-
ning and reorganizing existing in-service teachers, making most of
them fundamentally competent in their profession. At the same time,
close attention will be paid to the supply of teachers for scarce subject
areas.
• Phase 2: In about five to seven years, further replenishment and cul-
tivation of teachers in all subjects will be accomplished. Most of the
teachers will be required to possess competency in teaching and the
ability to perform well in their academic areas.
• Phase 3: Based on the completion of compulsory education, great
efforts will be made to foster higher standards of requirements for tea-
chers, in both their academic and professional preparation. Teacher
education in China has encountered and will face additional major
challenges and responsibilities in light of the drive towards moderni-
sation. To what extent China will be able to solve the problems of tea-
cher education as it confronts these new challenges and responsibili-
ties will be a major determinant of the success in bringing up a new
generation who are sufficiently competent to cope with the world of the
future.
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INDIA
Education in India: Background
Post-independent India, especially the period after the promulgation of the
Constitution in 1950, witnessed a systematic development of education. Like other
sectors, education received an impetus with the country instituting a series of five-year
plans from 1951. Over time, commissions and committees have considered the pro-
blems and prospects of education and have recommended structural changes. The
latest among them is the document on National Policy on Education (1986). It exami-
ned all levels and aspects of education (including teacher education) in depth, and for-
mulated comprehensive recommendations to bring about reforms in the educational
system. Based on the recommendations of the Educational Commission, and the
debate that followed, a resolution regarding a national policy on education was adop-
ted by the parliament in 1986. This resolution emphasized that the educational system
must produce young men and women of character and ability, who are committed to
national service and development.
Indian education has witnessed a massive quantitative expansion at all
levels, and efforts have also been directed at qualitative improvement. Yet the policy
statements were not accompanied by the required financial and organizational sup-
port. Thus, the problems of access, quality and utility still remained to be tackled, and
it was soon recognized that neither normal linear expansion nor the existing pace and
nature of improvement could meet the needs of the situation. This, together with a
variety of new challenges and social needs, made it imperative to evolve a new desi-
gn for education and new policy directions in the context of the contemporary realities
and future concerns. The National Policy on Education was, therefore, adopted in May
1986.
India is a federal country with 25 states and six union territories. Most of
the administration and control of education is with the states. Education was a state
responsibility until 1976, when it was brought under the concurrent list by a constitu-
tional amendment. Committed expenditure on education at all levels has been the res-
ponsibility of state governments. The central government makes provisions for expen-
diture on education generally for stimulating developments of certain aspects and for
centrally sponsored projects and schemes. The percentage of outlay on education, as
a proportion of total public sector outlay, declined from 7.2 per cent in the first five-year
Plan (1951-1956) to 2.6 per cent in the sixth five-year Plan (1980-1985). However, it
again increased to 2.8 per cent during the current five-year Plan (1985-1990). The pre-
sent outlay is considered inadequate to meet the financial needs of education at dif-
ferent levels. The National Policy on Education, however, envisages that from the
eighth five-year Plan onwards, the outlay for education would exceed six per cent of
the national income.
Development of Teacher Education
Pre-service teacher education. Financial provisions for teacher educa-
tion are included in the provisions for secondary education, as well as university edu-
cation, in the departmental plans. In the absence of specific allocations for teacher
education, it is difficult to judge adequacy of funds. However, there is currently a glut
of trained teachers in certain states in the country; consequently, funding may be
considered sufficient for turning out the numbers required. But if the aim is to provide
quality input teacher training institutions, for which financial resources are crucial, the
funds are inadequate. The University Grants Commission (UGC) is helping teacher
training institutions in the country make up deficiencies in the area of equipment, such
as books for the library, and buildings, by giving specific grants.
The overall training capacity of elementary and secondary teacher training
institutions is more than adequate at present to meet the requirements of elementary
and secondary schools in the country. Although the demand for teachers in the coun-
try has been increasing from year to year, due to pressure for expansion of school faci-
lities, the system has been able to meet the demand for additional teachers.
The output of elementary and secondary teachers has been increasing to
meet the demand for additional teachers in the country. The number of elementary and
secondary teacher training institutions has also increased. In 1979-1980, there were
about 945 (presently around 1,000) elementary teacher training institutions in the
country, with a total enrolment of 87,382. Assuming that the bulk of the teachers tea-
ching at the middle level have had training from elementary teacher training institu-
tions, the annual demand of around 85,000 teachers is met within the enrolment figu-
re of 87,382. Output slightly exceeds demand. There were 338 (presently 550) secon-
dary teacher training institutions in the country in 1970-1980, with a total enrolment of
56,339. The supply exceeds the demand for 45,000 teachers by 25 per cent.
The present rate of output of primary and middle school teachers may not
exceed the targets of the seventh five-year Plan (1980-1985). During this period, the
government proposes to enrol 25 million additional students in formal schools (10 mil-
lion in classes 1 to 5 and 15 million in classes 6 to 8) to achieve universal primary edu-
cation by 1990. Therefore, 970,000 teachers will be needed during the seventh Plan.
The present rate for turning out primary and middle school teachers, especially given
the 200,000 elementary teachers currently unemployed, can hardly meet the projec-
ted requirement for teachers. Thus, the output of primary and middle school teachers
will fall short of the demand for teachers.
The minimum qualifications prescribed for admission to elementary tea-
cher education institutions are different in different states. In some states, the entry
qualification is matriculation/high school certificate (that is, ten years of schooling),
while other states require higher secondary (11 years) or senior secondary examina-
tion (12 years). But in most of the states and union territories, the entry qualification is
matriculation. The duration of teacher training courses also varies from year to year.
The duration of the Bachelor of Education (B.Ed.) course in the country is one year. A
university degree is the minimum qualification for seeking admission to the B.Ed. cour-
se in a teacher training institution. University graduates who have a B.Ed. degree are
eligible to teach students up to the tenth grade. Post-graduates with a B.Ed. are eli-
gible to teach senior secondary classes. Besides professional courses of one-year
duration after the first degree, six colleges, including four regional colleges of educa-
tion (RCEs) set up by the National Council of Educational Research and Training
(NCERT), provide integrated four-year courses leading to a B.A./B.Ed. or B.Sc./B.Ed.
The minimum qualification for admission into these courses is senior secondary qua-
lification. Two of these colleges also offer an integrated course at the Master’s level.
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With the expansion of facilities for higher education, the quality of staff in
the teacher training institutions both at the elementary and secondary levels is gra-
dually improving. Although the minimum qualifications for those who wish to become
elementary teacher educators is a university degree plus a degree in education, there
are large numbers of teachers with these qualifications. Also, although the exact num-
ber of persons holding these qualifications is not known, it can be said that a good per-
centage of elementary teacher educators are post-graduates with degrees in educa-
tion. Staffs of secondary teacher training institutions possess fairly good qualifications.
At present, the minimum qualification prescribed by the UGC for the post of a lecturer
in a university department of education or a college of education is a Ph.D. degree.
Colleges can also recruit teacher educators who possess a M.Phil. degree in educa-
tion.
In-service education of teachers. In-service education of school tea-
chers and the staff of teacher training institutions is primarily a post-independence
phenomenon. Although the extension services centres for providing in-service training
of teachers came into existence in the Fifties, the in-service training of teachers recei-
ved impetus from 1961 onwards with the establishment of NCERT, State Institutes of
Education SIEs), and State Institutes of Science Education. The nature and content of
in-service education has changed over time to meet the professional needs of tea-
chers and teacher educators. Presently, various modalities are in vogue for organizing
in-service education courses for teachers: contact courses, correspondence courses
and correspondence-cum-contact courses. In some places, correspondence courses
are supported by radio lessons. Although an infrastructure for providing in-service edu-
cation for teachers exists, the facilities are inadequate for meeting the needs of the
more than 3.2 million teachers in the school system. Also, about 12 per cent of tea-
chers in the country are untrained.
Current Provisions
National level. The NCERT has a Department of Teacher Education
which undertakes programmes for the improvement of teacher education in the coun-
try. These include: conducting status surveys and studies on teacher education, ana-
lysing teacher education curricula, revising syllabi, developing textual materials, orga-
nizing in-service education of teacher educators and the diffusion of innovations.
NCERT also runs four regional colleges of education which offer four-year integrated
courses.
State level. The National Council of Teacher Education (NCTE) has been
set up by the Government of India with the main task of ensuring adequate standards
in teacher education. It has made substantial efforts to improve the quality of teacher
education in the country. The NCTE undertakes revision and renewal of curricula at
various levels, development of norms of accreditation, and development of textbooks
and support material. The syllabi/courses developed by NCTE are: a two-year inte-
grated course in pre-school and primary teacher education; a one-year course in pri-
mary teacher education; B.Ed. (early childhood education) and B.Ed. (elementary
education), M.Ed. (elementary education), and a revised M.Ed. (secondary educa-
tion).
Besides the revision and development of different courses, the NCTE
has developed a policy document titled Teacher Education Curriculum—A
F r a m e w o r k for revising curricula at all levels. This document emphasizes the tea-
ching of content and methodology in an integrated manner, adequate training in
work experience, and working with the community. The document has stimulated
revision of curricula of teacher education at all levels. To get the NCTE curriculum
framework implemented in teacher training institutions, the Department of Te a c h e r
Education (NCERT) has developed such prototype material as ‘The Teacher and
Education in the Emerging Indian Society,’ ‘Teaching of Science in the
Secondary School,’ ‘Content-cum-Methodology of Teaching Mathematics, “Curriculum
and Evaluation,’ and ‘Core Teaching Skills.’ The NCTE developed suitable norms and
recommended these as conditions of affiliation of teacher education institutions at the
pre-school, elementary and secondary levels.
Different universities offer courses in teacher education. They also revise
teacher education curriculum periodically.
State governments have set up State Boards of Teacher Education
(SBTEs) to improve the quality of teacher education. SBTEs are to co-ordinate and
improve standards, prepare plans for immediate and long-term development of tea-
cher education in the States (both qualitative and quantitative), and recommend
accreditation of teacher training institutions to State governments. These Boards exer-
cise both executive and advisory functions in so far as teacher education at the ele-
mentary level is concerned. At present, SBTEs have been set up in 16 of 31 States
and Union Territories.
Infrastructure for in-service education. The existing infrastructure of
in-service education agencies for teachers includes school complexes providing the
basic structure for facilitating in-service education of primary school teachers. Various
teacher associations also conduct some programmes, although on an occasional
basis. Several Boards of Secondary Education, including the Central Board of
Secondary Education and Kendriya Vidyalaya Sangathan, organize in-service pro-
grammes for their teachers. The SCERTs/SIEs also organize in-service education for
teachers, teacher educators and supervisors of primary schools. These programmes
are held at all levels: local, block, district, regional and state.
The Extension Services departments of colleges of education organize
regular in-service education programmes for teachers of primary and secondary
schools. Similar programmes are also organized by the hundred Centres of
Continuing Education (CCEs). The RCEs and NCERT field units also organize in-ser-
vice programmes in their region for key level educational personnel.
Such national level agencies as NCTE, NCERT and NIEPA, CIIL and
Kendriya Hindi Sansthan organize national level programmes for educational leaders
in the areas of curriculum, method of teaching, evaluation, educational technology,
educational management and administration, and problems connected with national
development.
Current Issues and Problems
Proliferation. There has been an enormous increase in the number of
substandard institutions conducting teacher education and there are reports of seve-
ral of them indulging in grave malpractices. Universities have laid down norms for
these colleges, including staff requirements and admission criteria, but these are not
strictly followed. An analysis of the norms prescribed reveals that even the universities
have prescribed requirements which are not always rigorous. There is an urgent need,
therefore, to develop national norms for teacher education institutions and evolve a
statutory mechanism for enforcing them.
Isolation. Teacher education institutions suffer from isolation from univer-
sities and state level agencies and also isolation from each other and from schools. It
seems necessary to develop some innovative networking structures to help improve
the existing educational system. To ensure efficiency and smooth functioning, an orga-
nisational structure with proper networking is needed. Horizontal linkage between tea-
cher training institutions is essential so that they can assist one another and share
their educational resources.
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Regional imbalance. There are regional imbalances in facilities and little
relationship between the demand and supply of trained teachers. This situation is the
outcome of ill-planned and mushrooming teacher education institutions and has resul-
ted in a surplus of teachers in certain areas and an acute shortage in others—geo-
graphically, as well as in terms of content areas. These imbalances must now be cor-
rected through planned efforts.
Correspondence courses. In the recent past, a few universities in the
country have started correspondence courses leading to B.Ed. and M.Ed. degrees.
Several other universities are contemplating embarking upon similar programmes in
teacher education. These courses are generally not satisfactory, considering the kind
of knowledge being imparted, the defective methods and materials used and the desi-
gn of the programme. The NCTE has set up a similar committee to go into the details
of the correspondence programme for B.Ed. and M.Ed. degrees and, after considering
the report, it recommended that ‘the first degree in professional preparation for school
teachers should be obtained through formal, regular and institutionalised courses of
studies and practical work.’ It has further suggested that the
correspondence-cum-contact courses leading to the B.Ed. degree may be offered as
a strategy for clearing the backlog of untrained teachers working in the field of secon-
dary education by universities whose backlog is large and where adoption of such a
strategy will help to clear it within a period of five years.
New Initiatives in Teacher Education
The 1986 National Policy on Education (NPE) gives paramount importan-
ce to teachers’ status and their training. In fact, the NPE has stressed that attention
will be given to overhauling the system of teacher education, bearing in mind the pivo-
tal importance of teacher education. Keeping in mind the highest priority given to tea-
cher education programmes in NPE and POA, the Department of Education, Ministry
of Human Resource Development, Government of India has prepared a
centrally-sponsored scheme of teacher education, which has five parts:
- large-scale orientation of teachers;
- establishment of district institutes of education and training;
- strengthening colleges of teacher education and upgrading of the
Institute for Advance Study in Education;
- strengthening SCERTs; and
- strengthening university departments of educational studies.
Central assistance, as regards these schemes, will be provided on the
basis of: systematic identification of institutions; determination of requirements of each
institution; and preparation of a proper programme of teacher education, including the
phasing out and closing down of substandard and redundant institutions.
Establishment of DIETs. A new type of educational institution called the
District Institute of Education and Training (DIET) has been conceived within the NPE
and the POA as one of the major steps towards effective teacher education. The DIET
is designed to improve and enrich the academic background of elementary school tea-
chers, non-formal and adult education functionaries and other personnel at the lowest
level of the educational system.
Thus, facilities for qualitative improvement are to be made available at the
very doorstep of the teachers and others involved. DIET’s aim is to extend to the remo-
test parts of the country, with relative ease, the advantages of the educational know-
ledge available about management and planning, research and experimentation and
the existing variety of rich resources and learning materials. It will provide academic
support to the proposed District Boards of Education.
The DIET is a step towards the decentralisation of opportunities of pro-
fessional preparation and extension of excellence from urban to rural areas, from the
‘elite’ to the ‘general’ population of teachers, from ‘higher’ to ‘lower ’ levels of educa-
tion, and from the ‘academic’ to the ‘teacher.’ It will provide guidance and leadership
to ensure that effective measures are used in the four aspects of the universalisation
of elementary education through access, enrolment, retention and standards. The
DIET should be in a position to devise for local situations specific ways to increase
enrolment and, more importantly, drastically reduce the alarming drop-out rate at the
primary school level. It should also facilitate the education and literacy of adults and
others who, unfortunately, dropped out of the formal system when they should not
have, due to economic and social handicaps.
While existing teacher education institutions are largely concerned with
only pre-service preparation, the DIET concept is based on the premise that teacher
education is a continuous process and its pre-service and in-service components are
inseparable. It will have the capability of organizing pre-service and in-service courses
not only for elementary school teachers but also for personnel working in non-formal
and adult education sectors. It would therefore break the isolation of the non-formal
system from the formal and integrate them to mutual advantage to improve efficiency.
The DIET has been conceived as a vibrant instrument for bringing about
qualitative transformation in the quality of life of the community through education. It
will attempt to energize the educational climate of the district by providing rich training
and resources and improving the professional competence of teachers and other edu-
cational functionaries. It will have the following major functions:
- pre-service and in-service education of elementary school teachers;
- teacher induction and the continuing education of instructors and
supervisors for non-formal education, and the provision of resources
to support them;
- planning and management support for DBE, school complexes and
educational institutions;
- serving as an evaluation centre for primary and upper primary
schools, as well as non-formal and adult education centres;
- provision of services as a resource and learning centre for teachers
and instructors;
- educational technology and computer education support for the dis-
trict; and
- experimentation and research.
To effectively perform its major functions, the DIET may consist of the fol-
lowing seven academic units: pre-service teacher education, in-service programmes
and extension services, district resource unit for adult and non-formal education, plan-
ning and management, educational technology, work experience, and curriculum and
evaluation.
Strengthened colleges of teacher education. It is visualized that the
colleges of education which will be strengthened will be in a better position to prepa-
re quality teachers for the secondary and higher secondary stages. These colleges will
make an attempt to bridge the gap between the practices taught in theory and those
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actually used in the classroom. These institutions will break the dichotomy which has
been prevalent between content and pedagogy. It is hoped that there will be an effort
to ensure proper development of the teacher with regard to both subject specialization
and individual personality with the necessary orientation to the role of facilities of lear-
ning. The teacher will also be equipped with the capability of using educational media
support for effective teaching and learning. The colleges will ensure the provision in
the curriculum of such practices as will enable the prospective teachers to have sub-
stantial training in simulated conditions to develop various teaching skills.
They will have a strong Teacher Resource Centre for in-service and exten-
sion programmes for school teachers. Gradually, they will develop continuing educa-
tion programmes to cater to every secondary school teacher undergoing a four-week
programme once in five years. The following are visualized as being the role expec-
tations of the strengthened Colleges of Teacher Education:
- organizing pre-service teacher education courses for graduates for
the preparation of secondary teachers;
- organizing pre-service teacher education courses for post-graduates
for the preparation of higher secondary +2 level teachers—because
the preparation of teachers for the +2 stage has not yet received ade-
quate attention, this function should be given special emphasis;
- organising in-service teacher education programmes for secondary
school teachers;
- providing extension and other support services for school complexes;
- conducting or promoting experimentation, research and innovations in
school education;
- providing training and resource support for the new areas of educa-
tional concern: value-oriented education, work experience, environ-
mental education, population education, educational technology, com-
puter literacy, vocationalization and science education;
- providing support to professional bodies in teacher education;
- encouraging community participation in teacher preparation pro-
grammes; and
- developing and conducting programmes of community work in teacher
education courses.
Institutes of advanced educational studies. As regards the Institutes of
Advanced Educational Studies, it is hoped that, after additional assistance is provided,
these institutes will offer both post-graduate and undergraduate programmes at the
pre-service level and develop into comprehensive institutions of teacher education
offering programmes relevant to various stages of teacher education. It is expected
that research, innovations and experimentation in teacher education will receive grea-
ter attention in these centres. One of the other areas of concern will be the develop-
ment of software for educational purposes.
They will develop rich programmes of continuing education for
teacher educators at the elementary and secondary levels. They will also
train personnel in the preparation of software for educational technology and
initiate different types of courses in such areas as management, planning,
policy making, extension and technology. They will undertake advanced
study of the theory of education and conduct both fundamental and applied research.
Additionally, the institutes will perform the following functions:
- conduct courses in elementary teacher education for graduates;
- prepare personnel for DIETs;
- prepare teacher educators at elementary and secondary levels;
- conduct in-service education courses for elementary and secondary
teacher educators;
- organize pilot programmes in teacher education;
- conduct advanced level, fundamental and applied research and
experimentation in education, especially those of an inter-disciplinary
nature, such as sociology of education, education and economic
development, and educational psychology;
- prepare research workers; and
- provide training programmes for the preparation of software and the
use of educational technology.
It is proposed to establish one DIET in each of the 432 districts by the end
of the seventh planning period (1990). The Government of India has planned to pro-
vide full assistance for setting up new DIETs or upgrading existing institutions into a
DIET. The existing staff will continue to be funded by State governments.
About 200 Colleges of Education will be selected for strengthening during
19871990. The Union Ministry of Human Resource Development will provide financial
assistance to the institutions for improvement of buildings and hostels; staff positions;
laboratory, workshop and library facilities; educational technology and computer faci-
lities; programmes which provide extension services for the in-service training of tea-
chers; and grants for projects.
Also, about fifty colleges will be selected for upgrading as Institutes of
Advanced Educational Studies. These institutions, in addition to the facilities given to
the other 200 colleges of teacher education, will be provided with: additional posts for
professors and readers, special grants for equipment and library facilities, sophistica-
ted computer facilities, funds for staff quarters, research and project grants, and assis-
tance for programmes of continuing education of teachers.
Innovations in Teacher Education
Teacher education methods. Several teacher training institutions are
trying out innovations at the local level to improve teacher competency. Most of these
are concerned with improving the teaching-learning environment in schools. NCERT
has systematically collected information regarding innovative practices followed by
teacher training institutions. According to the reports available with NCERT, special
activities undertaken by elementary teacher training institutions for the improvement
of teacher education programmes can be categorised as enrichment programmes for
student teachers, research and experimentation, evaluation and assessment, profes-
sional growth of teacher educators, and programmes for making institutions self-sup-
porting. A number of institutions have made special efforts to organize enrichment pro-
grammes for student teachers.
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These may or may not be innovative practices, but good teacher prepa-
ration programmes should consider this as part of the curriculum. As mentioned ear-
lier, the message and impact of these experiments and innovative practices often
remain confined to the places where they are organized.
Field experiments were conducted in collaboration with teacher education
institutions in the areas of micro teaching and models of teaching. The objectives of
the experiments were to study the effectiveness of these two innovations in teacher
training. The studies revealed that micro-teaching techniques were more effective
than traditional approaches in developing the general teaching competence of student
teachers at both the secondary and primary school levels. There was a significant
change in the attitude of student teachers towards the microteaching approach as a
result of the training.
Training in models of teaching (concept attainment and inquiry training) in
the form of lecture, demonstration, discussion and peer practice feedback did enhan-
ce the understanding and competence of both teacher educators and student tea-
chers in using the models of teaching. Teaching in these models also brought about
significant favourable changes in the attitudes of both teacher educators and student
teachers towards models and their willingness to implement them in teacher training
programmes. School students taught through these models also responded favoura-
bly to them.
Steps are being taken to disseminate the findings of these field experi-
ments to all teacher training institutions. Orientation programmes are being organized
for teacher educators in micro teaching and models of teaching. They are being
encouraged to implement these innovations in their institutions. Micro teaching has
been introduced in a large number of institutions during the last ten years. Orientation
in teaching models recently was undertaken.
Teacher education curriculum In recent years, the pre-service teacher
education curricula have been revised in keeping with the recommendations of the
NCTE and elaborated upon in its document entitled Teacher Education Curliculum—
A Framework, published in 1978. The structure of the curriculum for the secondary
teacher education courses as visualized by the NCTE consists of three major areas of
work: pedagogical theory, working with the community, and content-cum-methodology
and practice teaching, including related practical work.
The first part of the course dealing with pedagogical theory covers three
main areas: the teacher and education in the emerging Indian society, educational
psychology, and special courses which are framed according to needs and available
facilities.
The second part of the course dealing with ‘working with the community’
covers a study of and participation in the working situations in the community around
the teacher training institution. The idea is to link learning with local conditions and
help teacher trainees see the relevance of their studies in the context of local problems
and issues. Working with the community, therefore? includes a study of the local envi-
ronment through survey visits, discussions, observations, and participation in various
community activities, with a view to developing an understanding of the behaviour pat-
terns of children, the expectations of parents and the effective utilization of resources
available in the community for qualitative improvement.
The third part of the course, which deals with content-cum-methodology
and practice teaching, including related practical works covers training programmes
dealing with the teaching of languages, mathematics, science, social science, work
experience, art education, and health and physical education. The ‘core training pac-
kage,’ which is designed to help teacher trainees acquire basic teaching skills, forms
an important component of activities under content-cum-methodology.
Programme of mass orientation of school teachers. Several organiza-
tions and agencies are engaged in organizing in-service training courses for elemen-
tary and secondary school teachers. At the national level, NCERT organizes training
courses for key personnel and resource personnel engaged in the training of in-servi-
ce teachers. At the regional level, training courses for resource persons and key per-
sons at the State/UT level are also organized by the four regional colleges of educa-
tion (RCE) run by NCERT. They organize regional training courses for a particular
State in response to specific demands. At the State/UT levels, the State Councils of
Educational Research and Training/State Institutes of Education organize shortterm
training courses for in-service teachers.
Efforts are made to evolve an appropriate mechanism for periodic in-ser-
vice training of teachers. Recently, a massive teacher training programme was laun-
ched under a national scheme for the reorientation of school teachers through in-ser-
vice training. This scheme was launched in all States and Union Territories during May
and July 1986 to cover 500,000 primary and secondary teachers through 10,000
orientation camps held in 2,500 training centres. At the preparatory stage about 450
key personnel at the level of Directors of Education, Director of SCERTs/SIEs and
Heads of Department of Training Colleges were oriented to different aspects of the
in-service training courses; and 35 training modules were prepared for use at the
orientation camps These key personnel were responsible for conducting orientation
camps for 10,000 resource persons who in turn were responsible for organizing tea-
cher orientation camps lasting 10 days each. Satellite television facilities were utilized
for telecasting programmes directed to teacher orientation camps in their respective
regional languages. The thrust of the orientation camps was on the participation of pri-
mary and secondary teachers in discussions related to the new education policy and
innovative methodologies of teaching. Similar programmes are expected to be orga-
nized every year so that all teachers in the country can be reoriented by the end of
1990.
Establishment of academic staff colleges. During 1987, the University
Grants Commission sanctioned academic staff colleges, one each for 48 universities
initially. The UGC has specified that academic staff colleges will plan, organise, imple-
ment, monitor and evaluate on a regular basis orientation programmes for newly
appointed college and university teachers. In the first stage, the emphasis is on
courses for newly appointed teachers, followed by refresher programmes for in-servi-
ce teachers. Five course components have been suggested. These are the aware-
ness of links between society, environment and education; philosophy of education;
the Indian education system and pedagogy; subject upgrading; management and per-
sonality development; and monitoring and evaluation.
Recently, the phenomenon of knowledge obsolescence has been under
continuous critical study. It is felt that knowledge obsolescence should be countered
with training and retraining efforts. Knowledge codification must take place quickly,
and it should be incorporated into the syllabus and curriculum at the higher education
level.
Future Directions in teacher education
Conferring statutory status to NCTE. Despite concerted efforts by the
NCTE over a period of more than a decade, there have been difficulties in the ways
of implementing its recommendations for the maintenance of standards and the qua-
litative improvement of teacher education at all levels. It has been realized time and
again that, without the NCTE having statutory status, it is not possible for it to have
powers to implement its policy and programme. In light of the experience cited? the
1986 National Policy of Education (NPE) has stated, ‘The National Council for
Teacher Education will be provided with the necessary capability to
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accredit institutions of teacher education and provide guidance regarding curricula and
methods.’ The programme of action for implementation of policy has suggested that,
to remedy some of the difficulties inherent in the present constitution, the NCTE be
given autonomous and statutory status. It will perform the following functions:
- accreditation and non-accreditation of institutions of teacher educa-
tion;
- the laying down of standards and norms for institutions of teacher edu-
cation;
- the development of guidelines for curricula and methods of teacher
education; and
- other functions, such as the earning of credits for in-service education,
and deciding upon the duration of various courses, the emphasis to be
placed in training programmes for NFE/AE instructors, and the place
and role of correspondence education in teacher education courses.
Networking of teacher education institutions. The NPE also states that
networking arrangements will be created between institutions of teacher education
and university departments of education.
With about 550 teacher training institutions at the secondary stage and
about 1,000 at the elementary stage, it seems necessary to develop some innovative
networking structures aimed at improving the existing educational system. These will
have new mechanisms to achieve the following objectives:
- mobilize human and physical resources to achieve their optimum uti-
lisation;
- develop and maximize the utilization of teacher capacities;
- raise and maintain the standard and quality of teacher training and
school education; and
- monitor and evaluate the performance and contribution of teacher
education in terms of its ability to meet the needs of the school sys-
tem.
To ensure efficiency and smooth functioning, an organisational structure
with proper networking is needed. Horizontal linkage among the institutions of teacher
education is essential to enable the institutions to assist one another through sharing
educational resources.
Linkage among the institutions is also needed to rationalize pre-service
training programmes and in-service education of a continuous nature to develop a
national system of teacher education. At the district level, DIET will have its academic
link with District Boards of Education. The DIET will have direct links with secondary
schools.
Vertical linkage is needed to remove isolation from such state level agen-
cies as state departments of education, the State Council of Educational Research
and Training, state institutes of education, state institutes of science education, state
institutes of educational technology, and other support institutions.
Further linkages should be established with such regional agencies as
regional institutes of English, regional technical teacher training institutes, regional col-
leges of education, and other support institutions.
Another network can be established with the central agencies that work directly
in the area of teacher education. These are: the Teacher Education Unit in MHRD, National
ncil of Teacher Education (NCTE), National Council of Educational Research and
Training (NCERT), the Standing Committee on Education of the University Grants
Commission (UGC), and other supporting institutions such as the National Institute of
Educational Planning and Administration (NIEPA), Central Hindi Institute, Central
Institute of English and Foreign Languages (CIEFL), Central Institute of Indian
Languages (CIIL), the Directorate of Adult Education and the national institutes for the
handicapped.
As a result of networking arrangements, resource materials and facilities
available at the district level will be mobilized for optimum utilization. This also would
avoid duplication and wastage of resources at various levels. The District Resource
Unit of DIET will be able to provide the necessary personnel and materials needed by
the school complexes. It will utilize material and equipment available at both the regio-
nal and state levels.
Besides resource utilisation, networking will facilitate the development of
required teacher capabilities for qualitative improvement of the teaching-learning pro-
cess. The expertise developed will then meet the needs of teachers working in remo-
te and backward areas.
The networking arrangements also would lead to the rationalisation of the
programme of in-service and pre-service courses. It would therefore help in develo-
ping a system of quality teacher education which in turn will favourably affect school
education.
The monitoring and evaluation of teacher education programmes can be
done more efficiently and effectively with the help of proposed networking because
continuous feedback would be available from the grass-roots level.
Conclusion
The pattern of teacher education in India is a British legacy and has gene-
rally followed the British education system. However, it has introduced new structures
and programmes such as four-year integrated courses for the training of secondary
school teachers in the four regional colleges of education. These courses will also be
introduced in other selected institutions. NCTE and UGC are expected to develop new
teacher education curricula which emphasize the thrusts envisaged in the National
Policy on Education. Selection procedure through a common admission test within a
State is also being tried; evaluation practices are being reviewed and modified; and
in-service education programmes are being upgraded.
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JAPAN
Background: The Condition of Teaching
The Trend of Educational Reform
Japan has placed special importance on the promotion of education ever
since the modern school education system came into being in 1872 by aggressively
implementing measures for securing teachers. this fact, coupled with the people’s tra-
ditional zeal for education and the idea of ‘equal opportunity in education’ (with which
educational reform was executed as part of democratisation after the Second World
War), has brought about the extensive popularization of education and high standards
of education.
On the other hand, various phenomena—called ‘desolation’ in educa-
tion—have appeared, particularly within secondary education. These involve excessi-
ve competition in entrance examinations and, in particular, the problem of bullying and
school violence that has occurred in recent years. Another problem, which exists
because the educational process places excessive emphasis on intellectual training
and because there is uniform teaching and guidance, concerns schools which have
not adequately coped with the diversification of the abilities and aptitudes of students,
caused by the quantitative expansion of education. There are some teachers who lack
the capabilities required for effective teaching, and who also lack a sense of mission
as teachers.
In view of new changes and the emergence of new tasks, due to educa-
tional development in Japan and the occurrence of these problems in current educa-
tion, the development of science and technology, the advancement of the age of infor-
mation, and the increased responsibility of Japan in the international community, the
government set up a ‘National Council on Educational Reform’ in August 1984 to exa-
mine educational reform from a long-term perspective. The Council recently submitted
its second report.
In the latest report, the subject of improving the quality of teachers has
been taken up as an important part of improving the quality of elementary and secon-
dary education. This means that it is accepted that the success or failure of school
education depends upon teachers’ capabilities. The next section of this chapter per-
tains to the issues referred to by the National Council on Educational Reform in its
report concerning the role to be played by teachers.
Training, Recruitment, and In-service Education and Training (INSET)
Training. Elementary and secondary school teachers in Japan are trained
in universities or junior colleges approved by the Minister of Education, Science and
Culture. Most elementary school teachers are trained through four-year elementary
teacher training courses at national universities. Some are trained through other
courses at universities and junior colleges. Lower secondary school teachers are trai-
ned at universities or junior colleges, while upper secondary school teachers are trai-
ned at universities (undergraduate courses) and graduate schools.
To become a teacher, an individual is required to obtain a teacher’s certi-
ficate awarded by the prefectural board of education. For each level or type of school
teacher, certificates are divided into two classes according to the required years for
graduation and the required number of credits to be accumulated through the teacher
training courses undertaken. A regular teacher certificate granted by a prefectural
board of education is valid in all prefectures for life.
To obtain an elementary school teacher’s certificate, the candidate must
undergo practice teaching for four weeks; to obtain either a lower or upper secondary
school teacher ’s certificate, a candidate must undergo a two-week practice teaching
session. Longer teaching courses are available at schools attached to teacher training
colleges and faculties.
To attract as many competent potential teachers as possible, it is felt that
the present system of teacher training, which is now open to university students,
should be maintained. However, it has become difficult to attract more mature citizens,
such as those working in other sectors of the labour force, into the teaching profession
to help revitalize formal education.
Recruitment. Teachers for elementary and secondary schools are recrui-
ted by appropriate authorities from among those who hold relevant teacher certifi-
cates. With regard to recruitment, the number of applicants far exceeds the number of
teachers presently required. The problem being faced is that, to secure personnel who
have the personal qualities required of a teacher, the methods used to select and
screen applicants must be improved—for instance, the use of practical skill tests, per-
sonal and group interviews, essays, aptitude tests, estimation of extracurricular activi-
ties or volunteer service, and so forth. Only through such means can an applicant’s
capabilities and aptitude can be properly assessed.
In-service education and training (INSET). In-service education and
training (INSET) is regarded as indispensable to the fulfilment of a teacher’s duties. In
Japan, the Law for Special Regulations Concerning Educational Public Service
Personnel was enacted in 1949. Under this law, education personnel and staff are
requested to involve themselves in continuing research and training to satisfy their
responsibilities. The same law prescribes that the Ministry of Education, Science and
Culture, and the local boards of education, should help facilitate in various ways the
in-service education and training of educational personnel and staff.
INSET is currently conducted at the national, prefectural, municipal and
school levels. INSET programmes include: the training of newly appointed teachers;
the training of teachers with five years of teaching experience; training on the effecti-
ve teaching of each subject; training on moral education; training on student guidan-
ce; two years of training for teachers who are sent to work in universities and resear-
ch institutes; and training for school principals on school management. In addition,
teachers’ short-term training abroad (16-30 days) is something that is not provided for
other public employees.
In Japan, the importance of school-focused or school-based INSET has
been recognized for quite some time. This type of INSET is one feature of Japanese
education that has been well popularised among teachers throughout the country.
It is important to provide novice teachers with in-service training at the
beginning of their teaching careers to help them achieve a successful start in their
educational service. Currently, training sessions of approximately 20 days in length
are provided each year.
In view of this, one of the most important proposals made by the National
Council on Educational Reform in its report is the creation of programmes for the
in-service training of beginning teachers. It proposes that all beginning teachers
should be required to undergo one year of training immediately after their appoint-
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ment, under the guidance of supervising teachers, and that the training provided
should concern itself with both the actual teaching and other duties of teachers.
An important issue that has arisen is the clarification of the division of
responsibilities among training bodies for the INSET, as well as the planning of an ove-
rall system of training in which training programmes at different levels are incorpora-
ted into a unified whole.
Supply of and demand for teachers. As stated, there are more appli-
cants than there are places for teachers in schools at the moment. Hereafter, the num-
ber of children and pupils will continue to decrease for many years to come, and so
this situation will remain unchanged. As a result, Japan is faced with an aging popu-
lation of teachers, with fewer numbers of young people entering the occupation.
Status, Conditions and Salaries
Teachers working at public schools are local public employees and their
status is guaranteed by law. In addition, their working conditions are protected by the
Local Public Service Law and other laws.
To secure the best personnel for teaching and to enable teachers to
concentrate their efforts on education without distracting worries, the salaries of tea-
chers assigned to compulsory education schools are higher than those of regular
public employees. Their salaries are provided for, and given special treatment, under
‘the Law concerning Special Measures for Securing Capable Educational Personnel
in Compulsory Education Schools with the Aim of Maintaining and Improving the Level
of School Education,’ which was enacted in 1974.
In Japan, there are approximately 120 holidays for schools, including
Sundays, national holidays and long school-term holidays. Teachers’ holidays are the
same as those given to regular public employees, which include Sundays, national
holidays, holidays at both the end and the beginning of each year, and annual holidays
with pay. The long-term holidays given to pupils in schools are not holidays received
by teachers. However, teachers are released from their main obligation to be engaged
in teaching duties, and are instead often authorized to be absent from school for trai-
ning purposes. This occurs under ‘the Law on Special Regulations for Educational
Public Service Employees,’ which is quite different from that for regular public
employees.
The prefectural board of education is responsible for the appointment of
teachers in upper secondary schools established by prefectures, and also those
employed in elementary and lower secondary schools established by municipalities,
whose pay is borne by the prefecture for the purpose of facilitating the exchange of
teachers among different municipalities. Thus, the placement and exchange of tea-
chers is implemented from a prefecture-wide perspective.
With regard to the placement and exchange of teachers, respective
school principals are asked to present their views. For elementary and lower secon-
dary schools established by municipalities, the prefectural board makes appointments
and other forms of status change of teachers after they have received a recommen-
dation from the municipal board.
To encourage teachers to participate in training for self-enlightenment and
assist voluntary organizations with programmes for INSET, programmes for awarding
honours to teachers for outstanding accomplishments have become subjects to be
tackled in the future. For example, the possibility of providing study leave with pay is
an important issue to be examined.
Educational Environment
In Japan, it is believed necessary to consider ways to provide children with
an environment that will help them develop healthy hearts and minds. Various envi-
ronmental factors affecting education are being improved to humanize the educational
surroundings so that children receive education appropriate to their differing persona-
lities. Three important issues to be tackled are: first, ways of eliminating excessively
large schools and planning proper measures to secure an optimum size for every
school to enable proper school management and provide children with an education
that is appropriate to their differing personalities; second, ways of further improving
class organization and the staffing of schools, taking into account future demographic
trends in school population; and third, improvements to physical facilities and equip-
ment in schools, including outdoor spaces, with a view to cultivating in children a
balanced personality and making them more adaptable to the use of a variety of tea-
ching methods.
In May 1983, the pupil-teacher ratio was 24:8 for elementary schools, 20:9
for lower secondary schools, and 17:2 for upper secondary schools. It is expected that
this ratio will decrease.
With regard to moral education, there are many elements that are being
considered. Great importance has been attached to moral education in the Japanese
education system. A basic principle has been that moral teaching should be given
throughout a school’s entire educational programme through such means as storytel-
ling by teachers, dialogue, the use of audio-visual materials, dramatisations, practical
activities, and the use of appropriate reading materials. To help achieve this, teaching
materials are distributed to teachers on a free-of-charge basis, and the use of reading
materials is being encouraged. When planning educational programmes for the futu-
re, moral teaching is regarded as being especially important.
It is believed that schools must make every effort to enrich moral educa-
tion through all educational activities, in co-operation with both the family and the com-
munity. The promotion of participation in empirical learning activities in the natural
environment, communal living, volunteer activities and social service activities, as well
as encouraging the use of appropriate supplementary teaching materials, has beco-
me one of the subjects to be tackled, along with a review of the moral education pro-
gramme.
In response to these issues, attention is being paid in universities’ teacher
training courses and in programmes for the in-service training of beginning teachers
and other INSET programmes to improving teachers’ capabilities concerning moral
education. Attempts are also being made to enhance their understanding of student
behaviour, and enrich their knowledge and improve their skills with regard to counsel-
ling.
The Teaching Process
Teaching methods are being diversified and evaluation practices improved
so that students receive instruction appropriate to their individual characteristics and
develop sound, balanced personalities. It is often pointed out that uniform education
and guidance (for example, simultaneous teaching) has ill effects. To help each stu-
dent achieve his or her full potential, importance is being attached to the individuali-
sation of teaching methods and the use of voluntary learning methods. To help achie-
ve this, it is necessary to reduce class size and improve the methods and style of tea-
ching and instruction. In addition, in lower secondary schools, the diversification of
methods of instruction, as it corresponds to student achievement, is also being exa-
mined. In upper secondary school, continuous problem-solution study needs to be
promoted.
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Japan is coping with the new demands created by the information age in
a number of ways. The number of computers introduced into schools in Japan has
rapidly increased in recent years. To promote the utilization of the information media
in learning activities in elementary and secondary education, and to foster the lear-
ner’s ability to use information, several issues are currently being considered.
First, a start has been made regarding development, storage and disse-
mination of high-quality software for use in education. Second, the training of teachers
to cope with the introduction of information technology into teaching is under way.
Third, efforts have been made to promote research on the application of the informa-
tion media to educational processes. With regard to the second point, there is a need
to improve and expand the universities’ teacher training courses and INSET pro-
grammes on information presentation techniques.
Concerning the use of computers in schools, the introduction of compu-
ters in ways that match the developmental level of pupils must be considered. For
example, it is currently a basic requirement at the elementary education level to fami-
liarize pupils with computers through educational courses in which computers are uti-
lized as a means of instruction. Such use of computers is called CAI (computer assis-
ted instruction). It is believed that CAI is the most expected and efficient use of com-
puters, though, at the secondary school level, instruction about computers has also
become an important part of learning.
In addition, the promotion of computer use in dealing with educational
affairs and clerical work for the preparation of teaching programmes for teachers and
for assistance in school management has also been effective. Such use is called CMI
(computer managed instruction).
Quality of Performance
As public employees, teachers are assessed in terms of the extent to
which they complete their duties and fulfil their responsibilities, and according to their
character, capabilities and aptitude as observed in relation to the performance of their
duties. Teachers are also evaluated by their school principal and superintendent.
For individual evaluation items, observation points are provided for class
management, study guidance, assessment and INSET. They are also evaluated
according to their level of self-improvement, and according to their ability to deal with
school affairs as indicated by their capabilities, zeal for education, leadership, sinceri-
ty, sense of responsibility, fairness, generosity, co-operation and dignity, all of which
are regarded as being special and important characteristics and capabilities. The
ratings given are utilised when determining such matters as individual teacher place-
ment and promotion.
In addition, each school conducts an assessment of the overall educatio-
nal activities of the school with regard to the school’s educational goals. As a result of
such evaluations, school activities are reflected upon and improved.
In Japan, there are teachers who have the title of ‘shunin ‘ Some ‘shunin’
are in charge of instructional or managerial affairs, while others deal with such edu-
cational affairs as working out and implementing education plans, making overall
adjustments of the timetable, and handling textbooks and teaching materials. Others
are in charge of particular grades in the school and deal with such matters as establi-
shing a grade’s management policy and planning and implementing a grade’s activi-
ties programmes. In addition, there are ‘shunin’ in charge of pupil guidance. All ‘shu-
nin’ play important roles in school management. These teachers are responsible for
particular schools and are directly responsible to the principal and vice-principal.
For teachers to consistently train themselves and enhance their own
capabilities as educators, their relations with other teachers, pupils and pupils’ parents
are also very important. For a school to maintain its vitality and good discipline, it is
important that the school’s responsibilities and the principal’s leadership are well esta-
blished on the basis of mutual trust. One of the problems which needs to be tackled
in the future concerns ways to extend the principal’s term of office and, at the same
time, promote younger teachers to managerial positions.
In addition, it is being increasingly accepted that a school should solicit
views and opinions from parents and community residents about the school and take
account of these when developing and organizing the school’s teaching programme.
To help establish a further link between the school, household and local community,
visits to pupils’ homes are made by teachers. PTA activities are also conducted.
All of these trends in the education system of Japan have implications for
both the initial and the in-service education of teachers.
Needs Assessment
Several surveys of the teacher education system in Japan have been
undertaken in recent years. These, along with the survey reported upon in this publi-
cation, have helped identify current needs, and have analysed key aspects of teacher
education in terms of resource allocation, capacity, performance, growth points and
gaps. These surveys help provide a picture of teacher education in Japan in which key
issues that require attention and emphasis when formulating policies for future direc-
tions are clearly identified.
Surveys of the Needs of Teacher Education
Research on the improvement of teacher education. Research has
been undertaken by the Committee for the Study of Teacher Education and the
Japanese Society for the Study of Education to clarify the process of teacher educa-
tion at each stage of pre-service, recruitment and in-service in terms of integration.
The following are the main proposals for improvement:
- a need to reexamine the nature of professional education, particularly
with regard to practical teaching;
- the desirability of establishing regional and/or national committees to
examine the improvement of teacher education programmes;
- the value of keeping the current teacher certification system, with only
slight revision, under the present framework; and
- the need for further involvement of universities in teacher recruitment
and in-service education of teachers.
Basic study on in-service education for beginning teachers. This
research was undertaken by a study group of INSET, the Faculty of Education,
Tsukuba University, with the aim of developing an effective in-service programme for
beginning teachers through analysing the opinions and expectations of beginning tea-
chers themselves, school principals and teacher consultants of school boards. The fol-
lowing findings were noted.
• While principals and teacher consultants placed emphasis on profes-
sional ethics and moral aspects of teachers, beginning teachers were
more concerned with practical techniques for effective teaching.
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• Principals and teacher consultants favoured the idea of introducing a
teacher probation system, but beginning teachers did not.
• There was a similarity of views among the three groups with regard to
the following aspects:
- INSET-within-school would be effective in upgrading practical
knowledge and skills in teaching;
- collaboration among faculty members who belong to the same
grade would be effective in INSET-within-school; and
- strengthening the long-term INSET programme is necessary to
enhance the practical skill required for effective teaching.
Research development for in-service education of teachers. This
research was conducted by the Committee for the Study of INSET, National Institute
for Educational Research, to develop the support structure for effective INSET. The
following were the main findings.
• Many recognize the vital role of education centres or teacher centres
which are administered by prefectural governments. However, to take
account of the needs of trainees (teachers) and the improved organi-
zation and structure of education centres, further consideration needs
to be given to the improvement of INSET programmes.
• Although there is a growing recognition of the significance of
school-focused INSET, there is a need to clarify the aims and imple-
menting process of INSET. The evaluation of the INSET programmes
with regard to the improvement of teaching-learning process in the
classroom, the tasks of school principals, and other change agents
should also be re-examined.
• Further co-operation is needed among national, regional and local
authorities to develop the school-focused INSET. (It should be noted
that the schoolfocused in-service education of teachers refers to all of
the strategies employed by trainers and teachers in partnership to
direct training programmes in such a way as to meet the identified
needs of the school and raise the standards of teaching and learning
in the classroom.)
The Most Important Development Needs
The National Council on Educational Reform, an advisory body to the
Prime Minister, made public its second report in April, 1986. In this report, the Council
offered advice on a basic direction for education as Japan moves towards the twen-
ty-first century and made fundamental and comprehensive recommendations for edu-
cational reform, with regard to various issues involving families, schools and society
as a whole. The Council urged a comprehensive reorganization of the nation’s edu-
cational system. The core element is the transition to a lifelong learning system, while
a respect for individuality is the basic principle upon which the report is based. The
intent of this reorganisation is to remedy what is currently widely referred to as the
‘state of desolation’ in education, and to create a system of education which is com-
patible with the social changes and cultural development of Japan and what is rele-
vant to the twenty-first century.
The report consists of four parts. In Part I (Basic Direction of Education for
the Twenty-first Century), the Council analyses the causes of the present grave ‘state
of desolation’ in education in light of the lessons of history. It offers an overview of the
basic changes in society and the educational tasks it anticipates Japan will face for the
remainder of this century and the beginning of the next. On the basis of this general
assessment and its reflections on current problems, the Council offers guidelines for
the reorganization of the educational system, with the transition to a lifelong learning
system as the core element.
In Part II (Reforms to Invigorate Education and Inspire Public Confidence),
the Council sets forth a basic strategy for education in the home, school and commu-
nity which seeks to ensure the transition to a lifelong learning system. On the basis of
this strategy, the Council recommends a number of reforms, namely: a recovery of the
educational power of the home, the reform of elementary and secondary education,
the reform of higher education and the promotion of scientific research, and the pro-
motion of non-formal education.
In Part III (Reforms for Coping with the Changes of the Times), the Council
recommends a number of reforms concerning specific issues in education and, in
doing so, pays special attention to the more international and information-oriented
society.
In Part IV (Basic Direction for Reform of Educational Administration and
Finance), the Council proposes a basic reform of education administration and finan-
ce, including the deregulation of education, with the twenty-first century in view.
Regarding school bullying and other symptoms of the current ‘state of
desolation’ in education, phenomena which have grown far more serious in recent
years, the Council stresses the importance of studying the factors behind these phe-
nomena and the need to work out a comprehensive reform strategy which contributes
to the resolution of the problem.
Improvement of the Quality of Teachers
To attract as many competent potential teachers as possible, the Council
advises that the present system of teacher education, which is now open to universi-
ty students, be maintained. However, due to the problems and difficulties involved, it
is suggested that the existing structure of teacher education courses, as well as the
existing method of using working people as teachers, should be revised imrnediately.
The content of professional courses and other subjects offered as part of
teacher education should also be reviewed with a view to better enabling teachers to
cope with recent changes in the mental and physical condition of school children and
the changing curricula of elementary and secondary school.
With regard to practice teaching by prospective teachers, it is suggested
that both the duration and content be reviewed, in view of the introduction of in-servi-
ce programmes for beginning teachers. In addition, time allocations for classroom
observation, classroom participation, practice teaching and other activities should be
re-examined for each school level to which prospective teachers may be assigned.
Whenever necessary, universities should be allowed to provide special
one-year or half-year teacher education courses for university students and adults
who have not earned credits in the required professional subjects but who, neverthe-
less, wish to obtain a teaching certificate. More flexibility should also be introduced
into the teacher certification system to enable it to better cope with the diversification
of upper secondary school education, as well as to attract competent people to tea-
ching positions in vocational and other practical subjects, and to strengthen foreign
language teaching.
To attract more mature-age adults working in other sectors of the work
force to the teaching profession (so as to help revitalize formal education), a special
system of teacher certification authorized by each prefectural board of education
should be introduced. In addition, provisions for exceptions should be included in the
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teacher certification system so that certain subject areas can be taught by part-time
lecturers who have no teaching certificate. It is crucial that an adequate number of
‘competent’ people be attracted to the teaching profession and that procedures for
appointing new teachers be improved. To achieve this, methods used for selecting
new teachers should be diversified to allow an overall assessment of applicant apti-
tudes on the basis of a variety of factors.
It is important to provide novice teachers with in-service education at the
beginning of their teaching careers to help them make a successful start in their edu-
cational service. To help teachers in public schools develop the necessary skills for
their profession, as well as to develop a firm sense of mission and a broad grasp of
knowledge, concrete measures should be introduced in the form of in-service pro-
grammes for beginning teachers. These should be based on the following.
• All beginning teachers should be required to undergo one year of trai-
ning immediately after their employment under the guidance of super-
vising teachers. The training should concern both teaching and other
teacher duties.
• When administering the training provided for beginning teachers, each
school should establish a systematic mechanism whereby the super-
vising teachers (and all other teachers in the school) co-operate in the
training of beginning teachers under the direct leadership of the
school’s principal.
• S p e c i a l l y-appointed supervising teachers should be assigned to
schools where beginning teachers have been appointed. In addition,
every prefectural government should develop an appropriate structu-
re for administering in-service programmes, including the appointment
of supervisors in charge of the programmes.
• With the introduction of these types of in-service programmes, the
probationary period for the initial appointment for beginning teachers
should be extended from six months to one year.
The great expectations of the public towards the quality of education pro-
vided in schools require that teachers constantly train and enlighten themselves, ever
aware of the importance of their professional responsibility. The division of responsi-
bilities among national, prefectural and municipal governments for the in-service edu-
cation of teachers should therefore be made clear, and an overall system of training
in which training programmes at each of the different levels are incorporated into a uni-
fied whole should be planned. Such a move would ensure the systematic and
well-planned administration of in-service training programmes, beginning with the
school-focused INSET which should be conducted in close connection with teachers’
daily work at school. In-service programmes should also be undertaken at regular
intervals throughout the professional career of teachers. These periodic programmes
would allow teachers to reflect on their own teaching experiences, acquire new pro-
fessional knowledge, revitalise themselves and further improve their capacity for
classroom and other related activities.
To encourage teachers to participate in INSET for the purpose of
self-enlightenment, government authorities should endeavour to strengthen financial
assistance to voluntary organizations with programmes for INSET. The central govern-
ment also should consider expanding programmes which award honours to teachers
for outstanding accomplishments.
Contextual and Resource Analysis
Responsibility for financial support of public education is shared by natio-
nal, prefectural and municipal governments. Each government provides support for its
own educational activities from funds derived from its own taxes and other income.
Since no national, prefectural or municipal taxes are earmarked for specific govern-
mental services, the amount of income tax allotted to educational services is at the
absolute discretion of each government.
Educational expenditures of the national government may be classified
into two categories: first, expenditures for national educational establishments (uni-
versities and others) and services; and, second, subsidies earmarked for education
that are made to prefectures, municipalities, private educational establishments and
other bodies.
In addition to the subsidies earmarked for education, the government
makes ‘Local Allocation Tax’ grants to prefectures and municipalities. Thirty-two per-
cent of the income tax, corporation tax and liquor tax is defined as ‘local allocation tax’
and is distributed in grants among prefectural and municipal governments. These
grants are intended to reduce the inequality in financial ability that occurs between the
different prefectures and municipalities. Although the grants are not earmarked for any
specific governmental services, portions are spent on education.
Figure 4.1 shows the budget of the Ministry of Education, Science and
Culture for fiscal year 1984, as classified by categories of expenditure.
Education’s share of the national income and public finance for fiscal year
1981, ending March 1982, is as follows. Total public expenditures for education
amounted to
Figure 4.1
Budget of the Ministry of Education, Science and Culture,
Classified by Categories of Expenditure, Fiscal Year 1984
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15,030,416 million yen, which accounted for 7.4 per cent of the national income and
19.6 per cent of the net total of national and local government expenditures. The pro-
portion of national government expenditures spent on education was 1().6 per cent,
while the average proportion of local government expenditures devoted to education
was 26.3 per cent.
Proportion Allocated to Teacher Education
In fiscal year 1985, which ended March 1986, the total national expendi-
ture for teacher education amounted to 104,319 million yen, which was two per cent
of the Ministry’s budget. Ninety-seven per cent of this expenditure was for the pre-ser-
vice education of teachers in faculties of education in national universities. The remai-
ning three per cent was for national subsidies to local governments for the in-service
education of teachers. The proportion of the allocation available in 1985 for staffing in
faculties of education in national universities was 61 per cent, or 61,781 million yen;
23 per cent was expended on research activities, and 16 per cent went for physical
resources.
With regard to the financing of education, the National Council on
Educational Reform has urged that its basic direction be considered in the context of
the seriously limited national finances, as well as with regard to the future direction of
educational reform. Substantial deliberation on various issues in educational finance
remain to be carried out.
As regards the taxation system, it is necessary to consider the heavy
financial burden placed on parents who are middle-aged and older and whose children
are enrolled in upper secondary schools or institutions of higher education. When
reviewing educational finance, it is necessary to examine existing systems and prac-
tices as a whole to ascertain if there is any system or practice whose original objec-
tives have already been achieved, or if there are any alternatives to existing policies
and practices. On the basis of the findings of such an examination, serious effort
should be made to make the systems and practices more rational and efficient.
In implementing proposed educational reform, appropriate financial mea-
sures need to be instituted on the basis of the principles manifested in the Council’s
report and in the context of the overall state of the nation’s finances. Efforts should be
made to secure the selective and efficient allocation of financial resources for the
direction of educational reform.
Capacity Analysis
Provision for the Training of Teacher Educators
No specific provision or programme has been developed in Japan for trai-
ning teacher educators. Selection procedures for teacher educators belong to the
faculty meeting, which is the responsible body in the faculty of education of each uni-
versity. The existing practice is almost the same as that which occurs in other facul-
ties, such as law and economics, with the academic achievement of candidates being
the most important factor in determining which are admitted as teacher educators.
One of the most serious current problems is that teacher educators tend to be too aca-
demic oriented. Selection procedures in many universities ignore the more practical
aspects of a candidate’s abilities. Criticism is often directed against the attitudes of
universities regarding this matter by teachers and principals in elementary and secon-
dary schools; and the central government has strongly recommended that universities
take whatever steps are needed to ensure that those with successful experience in
schools are employed. However, the situation is slow to improve.
Excess Supply of Certificate Holders
Teacher education in Japan is not limited to universities and faculties of
teacher education, but is open to any college, university, or university faculty authori-
zed by the Minister of Education, Science and Culture. As long as a student obtains
the required credits, he or she is qualified to obtain the teacher certificate.
Because of the ‘Law Governing Special Measures for Securing Capable
Educational Personnel in Compulsory Education Schools for Maintenance and
Enhancement of School Education Standards’ of 1974, which was especially enacted
to obtain sufficient numbers of competent teachers to work in the compulsory educa-
tion schools, salaries for teachers have been greatly improved. As a consequence,
applicants for teacher certificates have increased. In addition, due to a decrease in the
number of teachers employed, which has resulted from a decrease in the number of
students, there is a marked imbalance between those who have obtained certificates
and those who actually work as teachers.
For example, among university graduates in 1985, the number of certifi-
cate holders compared with the number of people who actually obtained teaching jobs
by June of that year totalled only 16 per cent in general universities and faculties and
15 per cent in junior colleges. Such an excessive imbalance can be criticized as being
one of the serious drawbacks of the open system. Similarly, the open system has been
criticized for the excessive number of teacher certificates which have been issued,
and calls have been made to restrict this system of certification.
The increase in the- number of applicants for teacher certificates has
made it difficult for students to find schools in which to carry out their teaching practi-
ce. As a result, teaching practice is now done rather perfunctorily and has been redu-
ced to an act of little importance.
Performance Analysis
Japan has no formal procedures or mechanisms for evaluating teacher
education programmes in either in-service and pre-service or in staff development.
However, on an informal basis, each university, education centre and school does
have some evaluation procedure to analyse performance. For example, almost all pre-
fectural education centres have their own evaluation Mechanisms, such as analysing
reports from teachers who participated in the courses offered at the centre, or staff
evaluation of the programmes offered. In addition, almost all of the schools have staff
development programmes, such as an INSET-within-school programme. Generally
speaking, at the end of each academic year (March), faculty meetings have an impor-
tant evaluation role to play.
Policies, Problems and Plans
The third item listed under ‘Needs Assessment’ in this chapter indicates
Japan’s country-wide, national proposals to improve the quality of teacher education.
One of the crucial issues to be considered is how to implement the new one-year trai-
ning for every beginning teacher, which is to be undertaken immediately after his or
her employment, under the guidance of a supervising teacher. To smoothly introduce
the new system, the Council on Teacher Education, an advisory body for the Ministry
of Education, Science and Culture, has sought to develop effective strategies to help
improve the quality of beginning teachers.
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Local governments have endeavoured to facilitate and promote the
schoolfocused INSET through subsidies to the schools which they administer. In the
pre-service area, graduate schools of teacher education were founded in 1978. The
three existing graduate schools of teacher education, all in national or state universi-
ties, aim to elevate the quality of primary and secondary school teachers through the
exploration of practical sciences concerning primary and secondary education.
Graduate schools grant a Master’s degree in school education, which is designed to
improve the teacher quality and ability by encouraging teachers to undertake scienti-
fic research on educational matters. It is intended that teachers from kindergarten
through high school will polish up their professional knowledge.
The impractical nature of many teacher education programmes has been
a severe criticism. Few universities have made any real effort to improve the existing
situation, a tendency which many regard as deplorable. The new approach, therefore,
is recognized as being one of the few effective ones.
Growth Points and Gaps
Significant Initiatives on Teacher Education
Significant growth points, as well as gaps, that occur in teacher education
have been pointed out with respect to school-based INSET, teacher induction and staff
development. There is a need to improve the quality of teachers to improve the school
system, and so a great many opportunities exist for INSET. Current educational oppor-
tunities for INSET can be grouped into the following forms: training outside the school,
INSET programmes within the school, and self-training. To promote improvement in
the school system, much importance has historically been placed on in-service trai-
ning within the school in Japan.
INSET programmes within the school are a form of training in which all
faculty co-operate in an organized, well-planned system, and in a continuous process.
Through this type of training, it has been found that educational problems in the school
are actively solved. In fact, it has been found that through voluntary and mutually sup-
portive study by school faculty in working with such problems, the effect is not only to
improve the operation of the school involved, but also to effectively review the deve-
lopment of the instructional abilities of each individual teacher. The INSET programme
within the school, as regards school improvement, generally involves the following
process.
a) At the beginning of the school year, all faculty members meet to raise
and discuss any problem that may exist in the school. Taking into
account such factors as the educational objectives of the school
concerned and the evaluation of the school management that occur-
red the previous year, they then identify problems which they believe
should be worked on, and solved together, and make a concrete trai-
ning plan for solving the problems during the year.
b) Next, special spheres of interest, such as subjects taught, special acti-
vities and moral education, are discussed, and faculty members ten-
tatively agree on a method for working on particular problems. They
also hypothesize about expected results of the training involved.
c) They then put the method into practice by adopting a suitable means
for analysing the teaching-learning process and observing student
behaviour.
d) When carrying out the training programme, the various section mee-
tings— such as those of subject areas and grade areas—as well as
general faculty meetings, are organically connected and amplified.
e) At the end of each semester or year, an opportunity is provided for
evaluation of training, and training plans for the following semester or
year are reviewed.
In the process described, the principal makes the final decision. In addi-
tion, many schools set up an INSET programme committee which co-ordinates activi-
ties for the training process.
The way in which the head teacher interacts with the principal and
vice-principal to determine and integrate teacher training needs has a great influence
on the success of the training. In view of this, it is very important to carefully select the
‘shunin’ who will be in charge of the INSET programme facilitating committee.
In recent years in Japan, in order to revitalize school improvement efforts,
the Boards of Education in many parts of the country have taken up the ‘Enrichment
of INSET Programme Within the School’ as a major policy-making issue. Many
courses have been established at the local institute for educational research and trai-
ning to train those ‘shunin’who will be in charge of INSET programme facilitating com-
mittees.
The following school improvements are the main results of INSET pro-
grammes within the school.
• Through INSET programmes within the school, faculty are more like-
ly to develop a mutual understanding of one another and deepen their
feelings of social solidarity.
• Active enthusiasm for school improvement is fostered by each faculty
member.
• A school improvement project can be worked on in conjunction with
everyday educational activities.
• Enthusiasm for school improvement can be cultivated within all facul-
ty members, regardless of length of teaching experience. Even facul-
ty members who have taught at the school for only a brief period of
time can benefit.
• Those in charge of training activities can make use of their leadership
abilities to achieve improvements.
The following are some key points that need to be considered when pre-
paring suitable conditions in future INSET programmes within the school for the pur-
pose of school improvements in Japan.
• It is necessary to place more emphasis on programmes under central
and regional authority for the development of leaders (shunin) for
INSET programmes within the school. At present, many local institutes
for educational research and training in Japan offer training pro-
grammes for ‘shunin’ in connection with the training of other leaders,
such as principals and vice-principals. But, in the future, it will be
necessary to place greater emphasis on programmes which focus on
specialised leaders (such as senior teachers) for INSET programmes
within the school. Also, the methods adopted in the training pro-
grammes should not consist merely of a series of lectures. They
should also incorporate various other training methods, such as
‘action research,’ the use of group dynamics, and field work.
52
Teacher Education Innovations - Vol 2
Japan
53
• It is hoped that there will be a significant increase in the employment
of professional supervisors for INSET programmes within the school
following reconsideration of the role of supervisors by the Board of
Education.
• Financial aid for training in schools is currently offered by 30 prefec-
tures; however, there are big differences among prefectures in the
amount of money offered. Improvements in financial aid need to be
considered as a matter of priority by the central authority (Ministry of
Education, Science and Culture).
• So that the local institute for educational research and training in each
area is able to offer better service and advice to INSET programmes
within the school, the establishment of a number of mini-institutes or
branches should be more actively encouraged. These institutes
should serve as information centres.
With regard to teacher induction, the central government has subsidized
local government efforts since 1977 to guarantee that beginning teachers have twen-
ty days of INSET programmes during their first year of employment. Thus, every pre-
fectural board of education is able to provide more effective INSET programmes than
ever before, even though gaps exist between the needs of younger teachers and the
actual content of the programmes prepared.
Staff development programmes have been framed within and outside
schools in Japan, the enrichment of the in-service training of teachers being one of the
most important measures adopted by the Ministry of Education, Science and Culture.
For those in leadership positions, such as school principals and senior staff members,
training programmes have been developed which the government directly adminis-
ters. In many other cases, programmes within important areas are carried out jointly
by the government and prefectures, or the government may provide financial assis-
tance to a prefecture to carry out a programme on its own. In the fiscal year 1984,
national monies allocated to these type of training programmes amounted to 1.8 bil-
lion yen: four per cent was spent on the government programme, 13 per cent on the
joint programme, and 83 per cent was used to assist the prefectural programme.
Training programmes directly sponsored and administered by the Ministry
of Education, Science and Culture are limited to: school principals and senior mem-
bers or teachers who are in a position of leadership with regard to other teachers in
their prefectures; cases in which a special, concentrated model programme is set up;
situations in which new information is to be imparted, such as the revision of curricu-
lum standards and curriculum development; the enrichment of student guidance and
the promotion of English; and areas in which improvement and encouragement are
needed on a national level.
Training programmes for school principals and senior teachers
(Shunin). Training programmes lasting about four weeks have been conducted since
1960 for principals and vice-principals of national and public elementary, lower and
upper secondary schools and kindergartens, as well as for teacher consultants and
administrative consultants of local boards of education. Since 1970, teachers of
‘Shunin in Charge of Academic Affairs’ and senior members of teacher groups have
been included in the Central Training Programme, which lasts about six weeks.
Programme content covers many specialized areas, from management and adminis-
tration of school affairs, through curriculum and academic instruction, to general edu-
cation in such subjects as politics, economics, society and culture.
In 1974, a special facility was established to organize these training
programmes, which could accommodate up to 300 people at one time. In addi-
tion to planned lectures and seminars, the centre provided a place where partici-
pants could freely exchange information and opinions about their educational
practices, serving to enhance the effect of the training. Selection of participants
occurred in each prefecture, with a total of 1,800 people attending the training
each year. After completing a programme, participants filled leadership positions in the
educational systems of their local areas.
Curriculum management improvement course. Curriculum manage-
ment improvement courses are presented each year to improve the guidance abilities
of teachers occupying leadership positions in local areas, and especially to help meet
the new ‘course of study’ in which school-based curriculum developments are encou-
raged within the framework of national standards. These involve all of the elementary,
lower and upper secondary schools and various areas of specialized education.
Discussions based on actual practices that are of interest in local schools are conduc-
ted. School supervisors and subject specialists are in charge of providing guidance
and advice from the Ministry of Education, Science and Culture.
Since the end of the Second World War, curriculum standards have been
revised about once every ten years at all school levels and in all subject areas. Once
the ‘Course of Study: Curriculum Standards in Japan’ is revised and executed, the cur-
riculum management improvement course helps explain the educational curriculum.
This is as an effective channel of communication, as regards the nation’s educational
standards. It usually takes three or four years for the process to cover the whole
nation, since this is how long it takes the individuals attending the course to instruct all
of the teachers in the schools in their prefectures of the new guidance (Course of
Study). Expenses incurred for the ‘explanation seminars’ conducted in the prefectures
are borne by the government.
Overseas training of teachers. To assist Japan’s youth in becoming
internationallyoriented citizens, school principals and other faculty have, since 1959,
been sent overseas for their training. At present, the number has reached 5,000
annually. Of these, 1,200 have been sent directly by the Ministry of Education, Science
and Culture for one-month courses, while the other 3,800 have been sent abroad by
the prefectures (with financial assistance—half the total amount—provided by the
government) for a period of 16 days. Teachers sent by the government for the longer
period are selected on the recommendation of each prefecture from among those who
have attended the Central Training Programme. Destinations include Europe, North
and South America, Southeast Asia and Africa. The study groups, consisting of about
30 people, examine school management, teaching content and methods, and educa-
tional facilities. They also observe educational, social and cultural conditions occurring
in each country they visit.
Special training of English teachers. The international position in which
Japan is placed today will become increasingly important in determining the content
of the school curriculum. In view of this, since 1976, special intensive training pro-
grammes have been conducted for 160 leading faculty members who teach English in
lower and upper secondary schools. In these training programmes, participants are
not allowed to speak Japanese, the emphasis being placed on listening to and spea-
king English. Since 1979, about 100 potential English teachers have been selected
each year from among those completing the programme for three weeks of intensive
training in an overseas language programme. After participating in a six-week course
at universities in England or the United States, two weeks are spent staying in priva-
te homes for observation purposes an(l to help participants improve their English lis-
tening and speaking abilities.
Other government-sponsored training programmes. Recognizing the
importance of (and urgent needs in) such key problem areas as student guidance and
moral education, the Ministry of Education, Science and Culture provides special trai-
ning programmes for the cultivation of local leaders. The Student Guidance Course,
Counselling Techniques Guidance Course, and Moral Education Course for the edu-
cation of (and practice for) leaders are among those of importance. Training activities
are mainly conducted at the prefectural level, with the
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government providing financial assistance to the programmes conducted in each pre-
fecture. In addition, financial aid is given for the maintenance of training centre facili-
ties which have an important role in the execution of these programmes.
Teacher Induction
Every prefecture provides certain programmes for the beginning teachers
employed. Local institutes for educational research and training—for example, educa-
tion or teacher centres—have also been important in promoting the induction pro-
grammes of beginning teachers over the past thirty years.
Function and role. Institutes are intended to enhance and improve local
education, and conduct such activities as research, training and educational consul-
tation. More specifically, they: investigate and research basic matters necessary for
effective educational administration and management; provide specialized and tech-
nical aid for research and teacher training; collect, display, and publish data concer-
ning education; provide educational consultation for residents, including consultation
concerned with career and emotional and physical handicaps; provide mass educa-
tion in education and science; and co-operate with other institutions and groups. In
short, they have roles and mechanisms which respond to the needs of the regional
society.
Context of establishment. With the decentralisation of education after
the Second World War, institutes were created in large cities for the purposes of edu-
cational research and teacher training. In some cases, private corporations, such as
large publishing firms, also created institutes.
At present, there are more than 500 institutions centred around the local
administrative unit. Of these, 221 major institutions are organized into the National
Association of Educational Research Institutes in Japan, with the National Institute for
Educational Research (NIER) serving as its nucleus. The 221 institutes can be broken
down into 47 prefectural, 10 government-ordinance designated municipal, 114 muni-
cipal (city), 18 municipal (district, town and village),28 non-governmental, and one uni-
versity-affiliated. The Association conducts such activities as research presentations
and joint investigations and research.
Organisation of training activities in each institute. At the local level,
the various facilities offer training activities designed to achieve a balanced school
management and supplement INSET programmes within the schools. In each prefec-
tural and government-ordinance designated city, the organization of training activities
occurs in a local context, in accordance with the specialisations and the gradual grow-
th in the number of teachers. The nucleus remains the guidance standards set by the
Ministry of Education, Science and Culture and the promotional policies, but training
and environment differ from institute to institute, depending on whether they are inten-
ded for compulsory education (such as elementary and lower secondary schools) or
elective education (such as upper secondary school and various special schools), and
whether they are areas of rapid population growth or depopulated areas. Generally,
these include newly engaged faculty training, training for experienced teachers (fifth,
sixth, tenth, fifteenth, and twentieth years of employment), training for school leaders
(principal, vice-principal and teacher consultants), training for ‘shunin’ in charge of
academic affairs, and training in curriculum and specialized areas (education for the
physically or mentally handicapped, and special education).
Currently, a total of 4,823 courses are being conducted by prefectural and
government-ordinance designated city institutes.
Objectives and conditions of participation. The content of the pro-
grammes is directed towards the development of professional abilities and the unders-
tanding of the concept and methodology of education, the acquisition of specialized
knowledge of human growth and development, specialised knowledge of curriculum
content and guidance abilities, attainment of a love for teaching and a sense of dedi-
cation to the profession which, it is believed, every teacher should possess, and acqui-
sition of the skills and information needed to fulfil a teacher’s obligations to his or her
students.
It is specially designated by law that teachers are to be given opportuni-
ties for in-service education by an appropriate method—and at an appropriate time—
best suited to their job content and experience. (In Japan, unless teachers are judged
to be incompetent or commit violations, they are assured of employment until they
reach sixty years of age.) Participants in training may be selected by the local board
of education (on a mandatory basis, or through recommendations or rotation), or they
may be open to the choice of the individuals, this varying according to the content,
facility and number of instructors.
The objectives of teacher induction programmes are to promote an awa-
kening of the human spirit and a sense of mission, to achieve basic teaching skills and
strategies, and to develop in teachers the potential for broad observation. At present,
these objectives are not necessarily being achieved.
There is a need to achieve a closer link between teachers, at the time of
induction, and the universities from which they graduated, since in practice the uni-
versities appear to be isolated from in-service programmes.
Additional Studies—Effectiveness of Teacher Education
Evaluation of teacher education. No significant initiatives have been
taken in the evaluation of teacher education programmes, although the necessity to
improve the programmes is generally recognized.
Measures taken so far. Among the steps taken to increase the effective-
ness of teacher education programmes is a closer involvement of trainees (those who
have participated in the programmes) in the evaluation of courses in local institutes of
educational research and training.
Suggestions for future activities. In Japan, a growing emphasis on the
role of teacher educators tends to focus on the further development of effective
school-based and/or schoolfocused approaches to teacher education, as well as on
the reorganization of local institutes for educational research and training as a central
part of INSET.
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REPUBLIC OF KOREA
Teacher Education and Staff Development Needs
Pre-service Education
The teaching profession is one of the vocations in which strong profes-
sional ethics and social values are emphasized. Inevitably, it assumes a reciprocal
relationship between teachers and students; therefore, greater emphasis has been
placed on the social value and professional ethics of the teaching profession than per-
haps on any other vocation.
In recent years, however, teachers themselves and the public at large
have experienced major changes in their perception of the teaching profession becau-
se of dramatic shifts in values which occurred as the result of rapid industrialisation.
Teachers have witnessed a debasement of their working conditions in addition to
unsatisfactory social and economic treatment. As a result, the dignity of the teaching
profession has been lowered and the respect for teachers damaged. These changes
have weakened the incentive system for teacher training applicants and have led to a
deterioration in the standards of teacher applicants.
As the quality of education can be no better than that of its teachers, it is
necessary that every possible effort be made to improve the quality of teachers. These
efforts should support the contention that teaching should be a profession. Therefore,
it is desirable to identify the needs of teacher education and ensure that these are met.
Teachers’ evaluations, which reveal that teacher education institutions fail
to adequately execute their functions and that conditions for maintaining the teaching
profession as a professional job are insufficiently addressed, support the need and
importance of restructuring teacher education programmes.
To enhance the quality of teachers presupposes the qualitative ameliora-
tion of teacher education The existing selection systems of teacher education institu-
tions fail to reflect the psychological factors of teacher applicants—such considera-
tions as aptitude, personality, and attachment to the teaching profession. In other
words, they don’t appropriately select and educate those teacher applicants who do
possess the attitudes and confirmed beliefs required to serve as teachers.
C o n s e q u e n t l y, the existing scholastic achievement-oriented selection system needs
to be shifted to a more developed selection system that takes into account these psy-
chological factors. A d d i t i o n a l l y, it is worth while to study the way of selecting teacher
applicants through recommendations by principals of their alma maters of Municipal
and Provincial Boards of Education in their hometowns. This kind of special selection
system might be regarded as having significant meaning, in that it could select those
teacher applicants who possess resolute preparedness and confirmed belief in tea-
ching, have teacher applicants recognize anew their standing and roles, and support
opportunities for the enhancement of teacher self-confidence and pride.
In relation to the teacher employment system, enforcement of the National
Teachers’ Qualification Examination System warrants consideration. Investigation of
the system of issuing teacher certifications reveals several problems areas. Through
official certification without examination, there can be no control over the quality of tea-
chers. This system also reduces public confidence in and the self-esteem of teachers
as certificate holders.
Many scholars pinpoint several problems relating to discrimination in the
employment system as regards graduates from national colleges of education and
those from private colleges of education. The disorderly establishment of teacher edu-
cation institutions resulted in setbacks in teacher demand-supply, differences in the
quality of institutions, and insolvent operations of institutions.
Some people argue that the National Qualification Examination System
under consideration could be a solution to such problems as securing professionalism
within the teaching profession, resolving teachers’ qualitative differences, restoring
public confidence towards teachers, and preventing an incongruous demand-supply of
teachers. It is possible that the government may adopt this system, thereby displaying
an affirmative response to the situation.
Needs of in-service teacher education seem to have climaxed in the
1980s. In Korea, in-service teacher education was strengthened by the Ordinance for
In-service Teacher Education, revised in 1981 and 1983. These efforts were brought
to realization after strong claims that teacher education couldn’t be completed by
pre-service education per se and should be closely connected to in-service education
to be effective. The needs of in-service teacher education are proposed from the fol-
lowing viewpoints.
• As teaching is a professional job, it must be in full pursuit of continual
self-growth.
• Explosive expansion and changes in knowledge, information and
technology create a pressing demand for in-service education.
• Reorganization of curricula necessitates the intensification of in-servi-
ce education.
• To accelerate educational reform, it is indispensable to educate in-ser-
vice teachers who have a direct influence on the actual fields of edu-
cation.
• Qualitative change of students and their parents claims the counter-
part of teachers. In particular, the parents of students who are stu-
dying at the upper secondary level stress the importance of in-service
teacher education.
In a complex society featuring not only rapid change in values but also
explosive expansion and specialisation of knowledge and technology, in-service tea-
cher education should be given strong emphasis. In-service teacher education was
re-emphasized in accordance with the revised curricula in 1983. In recent years, it has
been strengthened by the needs of in-service education in such areas as science,
computers, foreign languages, and ‘national spirit’ education.
In-service Education Needs of Educational Administrators and Professionals
The needs of in-service teacher education, strongly proposed at the
beginning of the 1980s, and the needs of in-service education for educational admi-
nistrators and professionals, were raised simultaneously. The National Institute of
Educational Research and Training, reorganized in 1981 from the National Institute for
Educational Research, aimed at educating and training educational administrators
and professionals.
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The needs of in-service education for educational administrators and pro-
fessionals can be seen from the following viewpoints.
• To cope with modern society, they should be continually exposed to
new and specialized knowledge, attitudes and technology.
• They need to possess competence in leadership and effective mana-
gement.
• They should have problem-solving abilities in actual fields of educa-
tion, so as to find solutions to problems related to complicated social
issues in the midst of industrialisation.
As regards these specific needs, all possible effort is being exerted to sys-
tematize in-service education for educational administrators and professionals.
Among the efforts are the intensification of moral education, foreign language educa-
tion, and educational evaluation.
Pre-entry Qualification and Teacher Education System
Primary School Teachers
Except for the practical skill examination in colleges of arts and physical
education, the content of entrance examinations in Korea remains nearly the same.
Prospective students of colleges of education are selected by the scholastic achieve-
ment-dominated examination system, the Examination of Academic Ability for College
Entrance (EAACE). To select eligible students who possess both a sense of duty and
competence, a comprehensive selection system was developed in the beginning of
the 1980s. It not only takes into account personality, aptitude, and scholastic achieve-
ment of a prospective student but also requires, in the case of national colleges of
education, a letter of recommendation by the principal of the alma mater in an indivi-
dual’s hometown. It also strengthened standards for the interview testing and physical
checking of a prospective student.
Most teacher applicants for primary schools are educated in teachers’ col-
leges, the remainder in departments of primary education in colleges of education, pri-
mary education majors in graduate schools of education and in the department of pri-
mary education in the Korean Correspondence and Air College (KCAC).
Secondary School Teachers
Teacher applicants for secondary schools are, as is also the case with pri-
mary school teacher applicants, screened by a uniform system which mainly empha-
sizes the scholastic achievements of applicants.
In the certification process of colleges of education, graduates are not
given certificates merely upon completing the required course of study, as is the case
with graduates from teachers’ colleges. To enhance the quality of teachers, certifica-
tion requirements for graduates completing pedagogical courses in departments of
several colleges were intensified in 1982. Only 30 percent of the total enrolment quota
in departments that open pedagogical courses are entitled to complete those courses.
Students in pedagogical courses must get at least a ‘B’ grade, on the average, in
major subjects and subjects for the teaching profession to be certified.
Current secondary school teacher education is carried out by
national and private colleges of education and departments of relevant col-
leges which open pedagogical courses in a mutually complementary rela-
tionship. The latter have played a vital role in the supply of
secondary school teachers. However, unexpected increases in the number of teacher
trainees resulted in problems.
In recent years, the crucial task demanding the most immediate attention
has shifted from supplement of teachers to enhancement of teacher quality. As a result
of diversification within teacher education institutions, such problems as control of tea-
cher quality and adequate operation of curricula will be solved step by step.
From the aspect of enhancing the quality of teachers, temporary teacher
training centres and teacher certification through qualifying examinations have actual-
ly disappeared.
Analysis of Teacher Education and Staff Development
Evaluation of Pre-service Education
The first significant institutional evaluation of Korean colleges of education
was conducted in 1979. The main purpose of the evaluation was to assess the exis-
ting status of management of institutions. But it didn’t comprehensively involve teacher
education in graduate schools of education and teachers’ colleges because, as a par-
tial project, it was conducted mainly for the development of colleges of education.
Later, those scholars who recognized the need for the advancement of teacher edu-
cation reached a reciprocal consensus and the Experimental College Movement, pro-
pelled by MOE, took the initiative in promoting such practical changes and improve-
ments as curricula models development in colleges of education, extension of school
years in teachers’ colleges and reinforcement of teacher education.
Meanwhile, based on the Management Evaluation of Teacher Education
Institutions in 1982, efforts were exerted to improve the overall management of col-
leges of education. These efforts were interconnected with attempts to encourage the
research and development of curricula and teaching learning methods, inculcate a
sense of duty and morals into teacher trainees by re-establishing the goals of teacher
education, and enhance teacher trainee quality.
Four-year teachers’ colleges are operating under a new curriculum as the
result of the Revision of Curriculum of Teachers’ Colleges in 1983, and curriculum revi-
sion in colleges of education is under investigation.
Studies on the improvement of teaching-learning methods are being
conducted by teachers’ colleges and colleges of education. Additionally, plans exist to
establish a Board of Educational Affairs in colleges of education and teachers’ col-
leges to permit independent, biannual evaluation, as well as to conduct a compre-
hensive evaluation of overall educational affairs of colleges by MOE.
Performance of Staff Development
An evaluation of the outcome of in-service education for teachers and
administrative and professional staff is conducted each December by the Board of
Evaluation commissioned by MOE. The outcome of in-service education for NIERT
administrative and professional staff is evaluated by the Board of Evaluation under the
supervision of the Ministry of Government Administration.
Main contents of the ‘Evaluation Report on In-service Education of the
NIERT in 1985’ are outlined as follows.
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• Current status of trainee educators and their activities were analysed;
in particular, strategies and education programmes to enhance trainee
competence and analyse its effect were carefully studied.
• Input and output of educational finance for in-service education were
analysed, especially finances allocated to educational activities and
their effects.
• An assessment of improvements to educational facilities and equip-
ment (especially during 1985) was carried out.
• Improvements in curricula from the viewpoints of content and instruc-
tion of in-service education were evaluated. In particular, the status of
enforcement of participation-oriented instruction was evaluated.
• Overall evaluations and analyses of in-service education were perfor-
med. After each process of in-service education was completed, an
analysis was performed to analyse trainees’ evaluation of such factors
of education programmes as the enforcement process of pro-
grammes, competence and quality of trainee educators, and content
and level of education. The faculty of trainee educators who were in
charge of relevant areas of in-service education evaluated the outco-
me of programmes under the self-auspice. Furthermore, evaluations
and analyses of the effects of disseminating the content of in-service
education programmes were carried out. These steps were preceded
by a status survey of the faculty, conducted when they went to actual
fields of education for the follow-up guides at the end of each year.
The results of the performance analysis on in-service education may be
summarized as follows.
• The budget allocated for 1985 was effectively input for the develop-
ment of participation-oriented instruction, which places cardinal impor-
tance on pure educational activities in each course of in-service edu-
cation.
• According to the evaluation report, facilities and equipment were
improved and better oriented towards adult education and participa-
tion-oriented instruction.
• Because the results of in-service education were printed and distribu-
ted in various publications, they contributed to the dissemination of the
effects of in-service education. In particular, these reports were very
effective in improving the content of in-service education programmes,
both through their continual reconsideration and feedback of the
results.
• Eight training sessions for trainee educators and two seminars and
workshops held in 1985 helped participants enhance their abilities and
competence.
• During the last two or three years, content of revised curricula, diver-
sification of participation-oriented instruction, and hard studies of trai-
nee educators have contributed much to the qualitative improvement
of in-service education programmes. Consequently, most of the pro-
grammes were reorganised according to trainees expressed educa-
tional needs.
It was pointed out, however, that uninterrupted efforts should be made to
reinforce studies of trainee educators, readjust the scope of lectures suitable to parti-
cipation-oriented instruction, and obtain the needed qualitative improvement.
Policies, Problems and Plans
Generally Accepted Ideas
Ideas generally accepted in association with steps to alter the nature
and/or quality of teacher education in Korea may be outlined as follows.
• Both in-service teachers and associations of teachers are encouraged
to join in-service teacher education programmes to maintain the tea-
ching profession as a professional job. This idea attempts to alleviate
the one-sided control of the central government, as well as to reflect
actual experiences of teachers and teacher associations working
within the arena of education on the process of teacher education.
Although actions to put this idea into practice have not been defined
in detail, it is expected that associations, including the Korean
Federation of Education Associations, will play a vital role in providing
advice and suggestions for the development of teacher education,
both in consultation over the practical role of teacher education and in
understanding the partial role of actual teacher education.
• To enhance the quality of teacher education and ultimately educate
talented and highly competent teacher trainees, an intensification in
the selection criteria for teacher applicants is anticipated.
• The current certification system, in which every graduate is automati-
cally certified upon completing the required course of study, discloses
shortcomings from the viewpoint of internal substantiality of teacher
education. To overcome these shortcomings, an evaluation of the ove-
rall operation and performance of teacher education institutions is
needed to be able to best apply the valuable outcome and then trans-
form it into actual operation of institutions and teacher education pro-
grammes. Simultaneously, a strengthening of the certification process
is needed. This task will be implemented after professional evaluation
agencies, independent of municipal and provincial institutions, beco-
me involved in educational administration, and after teacher education
institutions fix the criteria and process of certifying teachers. Addi-
tionally, colleges of education and teachers’ colleges should be fully
responsible for educating teacher trainees.
Teacher Education Policy
Policy directions to raise teacher quality to the level required by Korean
society are being suggested.
Improvement of teacher education system. In 1986, MOE and a
research team of professors designated by MOE carried out a comprehensive study
which will contribute to establishing a closer connection between the teacher educa-
tion system and the teacher employment system. Major contents of the study invol-
ved: i)) recruitment methods (special recruitment, recommendations by superinten-
dents); ii) selection methods (screening criteria for personality and aptitude of a tea-
cher applicant); iii) exempting students of national colleges of education from tuition
fees; iv) propriety of obligatory service in the teaching profession after graduation; v)
improving measures for effective management of curriculum and educational affairs
and matters pertaining to the character and scholastic achievement of students; vi)
graduation and certification system; vii) certification and employment system; and viii)
an internship system.
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Improvement of in-service teacher education. In the early 1980s,
Korean education placed the same amount of stress on in-service teacher education
as it did on pre-service teacher education. To enhance the quality and professionalism
of teachers, enthusiastic efforts have been exerted to strengthen in-service teacher
education and the personnel staffing system.
Opportunities to join in-service teacher education have been expanded.
According to a plan drawn up by MOE, each Municipal and Provincial Board of
Education will have established, by 1989, in-service teacher education institutes inde-
pendent of those attached to teachers’ colleges. This plan was initiated in 1985.
In-service education for the teaching staff is divided into long-term,
short-term, and certification education courses. In particular, courses for educational
administrators and professionals, established as long-term courses in 1983, have
contributed to the enhancement of their quality and professionalism.
Crucial Deficiencies in Teacher Education
Expansion and repair of facilities, financial supports, upgrading the quali-
ty of programmes, and setting up strategies for effective training of teacher educators
are the emergent tasks demanding immediate attention in Korea. To ensure satisfac-
tory implementation of these tasks, concerted effort is needed in several areas.
First, not only the depth but also the width of the autonomy of colleges of
education and teachers’ colleges should be expanded. This is needed for the amelio-
ration of teacher education programmes through the efforts of individual institutions,
because one-sided and excessively regulated control by the central government hin-
ders these institutions from promoting creative teacher education.
Second, to enhance the quality of teacher educators requires that they be
provided diverse support to foster their competence for research and create an aca-
demic climate.
Because the quality of education is determined by the quality of the tea-
chers actually in the field of education, the quality of teacher education reflects the
quality of teacher educators. Therefore, extended opportunities and financial support
must be given to teachers to enable them to perform various clinical studies. Whether
or not this is put into practice depends largely on decision making by governmental
authorities handling educational policies. Accordingly, the administrative staff in char-
ge of the administration of teacher education should exert all possible efforts to cope
with the various problems raised. Concurrently, the curriculumteaching system, to
which practical importance is given, should be strongly fixed.
In making teacher education stronger than ever before, nothing is more
important than the unfailing efforts of teacher educators to develop creative and prac-
tical curriculum theories and apply those in the field of education. To reap full benefit
from these attempts, the programmes of teacher education and the financial support
system for them need to be changed.
Institute-based In-service Education
In-service teacher education in Korea has been systematised in parallel
with the Ordinance for In-service Teacher Education of 1972. Under this ordinance,
in-service teacher education institutes were established in national colleges of educa-
tion and national teachers’ colleges. In-service teacher education was intensified in
accordance with the Revision of Ordinance for In-service Teacher Education in 1983.
At present, in-service teacher education is performed by national colleges
of education, national teachers’ colleges, and educational research institutes within
municipal and provincial boards of education throughout the nation.
First, In-service Education Institutes for Primary School Teachers (IEIPST)
attached to eleven national teachers’ colleges perform certification education for
vice-principals and first and second grade teachers, and teaching subjects education
for teachers at the second grade level.
Second, in-service education for primary school teachers is performed by
national colleges of education and engineering, and an institute attached to Pusan
College of Fisheries. In-service Education Institutes for Secondary School Teachers
(IEISST) attached to national colleges of education are responsible for certification
education for vice-principals and first and second grade teachers. The IEISSTs atta-
ched to colleges of engineering and fisheries are in charge of teaching subjects edu-
cation.
Third, the IEISST attached to the college of education at Seoul University
is undertaking certification education for primary and secondary school principals and
first and second grade teacher certification education for secondary school teachers
working in the city of Seoul.
School-based In-service Education
School-based in-service education has been closely related to the move-
ment of school-based curriculum development since the 1960s. This has developed
from a basic assumption that schools are the centre of curriculum development and
that the key role of the teacher is to improve the curriculum. To this is added the idea
that specific instructional and social needs of particular schools should be met through
education in the school. From these assumptions, it is clear that school-based in-ser-
vice education could be very effective when its focus is on the schools and when it is
the product of collaborative planning and implementation involving colleges and
schools. In actual school-based in-service teacher education, the following major pre-
mises may be in operation: i) teachers should be involved in the identification and
articulation of their own training needs; ii) growth experiences for teachers should be
individualised; and iii) the single school is the largest and most appropriate unit for
educational change.
Staff Development by the National Institute of Educational Research and
Training
The most conspicuous change in Korea’s in-service education during the
past three years is the development and operation of programmes for the educational
staff, including educational administrators and professionals.
As the NIERT was reorganized and given a function to re-educate educa-
tional administrators and professionals, staff-development education for these groups
was strengthened. There were several changes in staff development education. First,
education programmes which stress problem-solving ability were reorganized to
enhance the professionalism of education; these are appropriately systematized
according to status, career, and field of work. Second, the former teaching method (i.e.
lecture-dominated instruction) was transformed into participation-oriented instruction.
Third, participation-oriented instruction consists of: i) a seminar, ii) a work-
shop, iii) small-group discussions, iv) discussion-centred instruction with educational
properties, v) independent study, vi) discussion with staff in charge of educational poli-
cies, vii) a simulation game for setting up future-oriented educational plans, and viii) a
field trip.
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Fourth, a synthetic evaluation system was adopted to assess the outco-
me of programmes. This system comprehensively evaluates: i) examination results of
trainees, ii) education programmes for trainees, iii) education programmes for trainee
educators under self-auspice, and iv) follow-up guidance.
Fifth, in relation to the induction system for staff development trainees, the
course for educational administrators is a type of in-service education for the promo-
tion to chief of various sections. In staff development education for educational pro-
fessionals, the course for applicants for educational district directors and the one for
senior staff are in-service education for their promotion. The course for the senior staff
and the supplementary course for educational professionals are supplementary
courses after promotion.
New Initiatives and Future Perspectives
Korean teacher education has undergone many developments during its
long history. New initiatives and future perspectives for the development of teacher
education may be summarized as follows.
New Initiatives
Promotion of teachers’ colleges. The previous two-year teachers’ col-
leges were promoted to the status of four-year colleges in 1981. In accordance with
this transition, sweeping changes were brought about in the curricula of teachers’ col-
leges. Distinguishing features of the revised curricula include the strengthening of
educational practices and the establishment of extensive courses. Educational prac-
tices comprised of class participatory observation, teaching practice and in-service
practice are performed for eight weeks in the third and fourth grades. Extensive
courses are organized (with 21 credits according to individual major fields) and offe-
red to students after the first grade.
Inauguration of the Korea National University of Education . The
Korean government founded the Korea National University of Education in 1985,
which is expected to be a cornerstone for the future development of teacher educa-
tion. Important purposes of this university are to: i) educate and reeducate teacher
applicants, including in-service teachers in primary and secondary schools; ii) provide
existing teacher education institutions with professional support far the improvement
of operations as a pivotal point for teacher education and educational research; and
iii) assume a leading and exemplary role in educational reforms.
A significant task for Korea in the future is to construct a highly industria-
lised democratic welfare state and develop a modern culture that is in harmony with
Korean tradition. In so doing, it is expected that Korea will be better able to achieve
peaceful unification. In this regard, it is commonly believed that the driving force in
achieving such a task lies in the power of education, and that the power of education
is, to a great extent, dependent upon the quality of teachers. In this view, the maintai-
ning of highly qualified teachers is regarded as the prerequisite condition for educa-
tional reform. The Korea National University of Education was founded as a systema-
tic and comprehensive teacher education institution to achieve this overall goal.
Specific goals of the KNUE include:
- education of teachers who are expected to make contributions to the
development of the nation and the ideals of the human race;
- education of subject teaching specialists, as well as educational admi-
nistration experts;
- in-service training of teachers at all school levels and development of
programmes for appropriate retraining, seeking continuous develop-
ment of teaching competence and professionalism; and
- advancement in the quality of Korean education through research for
development and formulation of educational theories based on field
studies.
Strengthening of in-service education. In recent years, the Ministry of
Education made plans to set up a Central Teacher Education Centre under the direct
supervision of the Seoul Board of Education and local teacher education centres
under municipal and provincial boards of education. These centres will assume the
function of in-service teacher education that was performed by colleges and universi-
ties and will contribute to the improvement of conditions of in-service teacher educa-
tion.
Other initiatives. Pre-service education for librarians and teachers of
special education is performed by the department of library science and special edu-
cation. Departments of early childhood education are responsible for the pre-service
education of potential teachers who will work in kindergartens. Various forms of in-ser-
vice education are undertaken by the NIERT, in-service teacher education institutes
attached to several colleges, and educational research institutes or in-service teacher
education institutes under the jurisdiction of municipal and provincial boards of edu-
cation.
Regarding social education, the Korean Committee of Unesco and Korea
Youth Association play major roles. In addition, autonomous groups of teachers, such
as the Society for the Research of Primary Education, the Society for the Research of
Secondary Education and the Research Team for Teaching Subjects, conduct in-ser-
vice education for their members.
There is no particular service education for potential head teachers, howe-
ver, it might be said that pre-service education is provided second-hand. One fact sup-
porting this contention is that principals of schools appoint new head teachers among
first grade teachers whose careers are longer than three years and who have, as
second grade teachers, completed pre-promotion education (240 hours in 40 days) for
first grade teachers. Because applicants for the Vi c e-principal Certification
Examination should have more than one year of experience as a head teacher, the
position of head teacher is a highly competitive one. Sections to which head teachers
are assigned include educational affairs, research, student affairs, Saemauel Undong,
physical education, moral education, science education and counselling. With head
teachers as central figures, teachers in school organisations play the primary role in
achieving the educational goals of schools.
Performing in-service education for teachers of different grades under
their supervision, municipal and provincial boards of education place much importan-
ce on the role of teachers in raising achievement levels of primary school pupils. In
particular, in-service education programmes for science experimental education and
practical physical education have been emphasised in recent years. For example, city
and country offices of education prepare various facilities and equipment for science
experiment practices and educate in-service teachers during vacations so as to conti-
nually enhance student achievement in science education. City and country offices of
education have encountered a new trend in rural and remote areas in which
small-sized classes are increasingly emerging because of sharp decreases in the
number of pupils enrolled. The impact of industrialisation and urbanization were iden-
tified as influencing factors. To cope with the need to raise the scholastic achievement
of pupils living in these areas, city and county offices of education developed new stra-
tegies for effective teaching-learning methods suitable to small-sized classes and are
undertaking in-service education for teachers working in the same areas.
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Future Perspectives
Several issues are under consideration for future development in teacher
education. Special attention is being given to a newly developed teacher certification
system. Research undertaken by KEDI in 1983 regarded the effective settlement and
operation of the teacher certification system as the key to success in teacher educa-
tion and proposed improvements to the system as follows.
• Teacher education institutions and education programmes should be
reconsolidated and reorganized to upgrade teacher quality in both
theoretical knowledge and practical skill. The quality of teacher edu-
cation institutions must be evaluated and improved. The organization
and process of teacher education programmes must be more intensi-
ve and reasonable for complete preparation of teachers’ professional
competence.
• Throughout all of the stages of teacher education courses, from the
selection of student teachers to their graduation, the operation of a
more reasonable and systematic evaluation mechanism than is pre-
sently in operation is needed. Student teacher quality must be eva-
luated continuously on the basis of both professional competence and
the type of personality desirable in teachers.
• The current classification of teacher certificates by school level can be
transferred into three categories on the basis of trends in child deve-
lopment and educational development—such as the rapidity of chil-
dren’s physical and mental growth and universalisation of pre-school
education and examination of compulsory education for middle
school. The three categories involve the teacher certificate of lower
grade, middle grade and upper grade levels. If needed, the teacher
certificate of the secondary school level may exist concurrently.
• In connection with the revision of the teacher certification system by
school level, the entering system of teaching subjects for teacher cer-
tificates needs to be changed. Teaching subjects for the teacher cer-
tificate of lower grade level need not be specified because all subjects
of the curriculum can be taught by one teacher. Two (one major, one
minor) or three subjects which they are qualified to teach must be
entered. Also, there should be reasonable uniformity among the
names of the departments to which teachers belong, the marked sub-
jects for teacher certificate, and the subjects student teachers will
actually teach at assigned schools.
While it may be argued that teaching is a professional job, reality reveals
that few teachers are well qualified in the areas of teaching skills and student guidan-
ce. To compensate for these weak points and deficiencies, the introduction of an inter-
nship system into the teacher training system is being considered. Such a system
would help prospective teachers understand the teaching profession, become accus-
tomed to the school environment in which they will work, and learn about professional
guides on teaching subjects.
Future societies will need professionals in all areas. The education sector
is no exception. Colleges of education in Korea are attempting various changes to
meet the requirements of the future Korean society. The curriculum revision move-
ment is actively considered. Openness of colleges, including exchange of information
and faculty among colleges, has accelerated and joint studies have been activated.
These involve efforts to secure internal substantiality of each subject and develop new
content for curricula.
Research and development projects geared to national reform of college
education curricula are performed on a trial basis. These efforts will encourage and
accelerate curriculum revision movements in colleges of education in Korea.
Korean education has witnessed an intermittent fluctuation of surplus and
shortage in teacher demand-supply. In recent years, the drastic curtailment of the total
number of students raised needs to cut down the number of classes and teachers.
About 2,000 teachers had no opportunity to engage in the teaching profession.
Confronted with a surplus of teachers, the Ministry of Education gives serious consi-
deration to the teacher employment system. The Ministry reduced the entrance quo-
tas of colleges of education with a short-term plan. However, it also has considered
establishing a long-term teacher employment system which gives due regard to
changes in the projected number of students, retiring teachers, teachers who leave
the teaching profession, teaching subjects, and so on.
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MALAYSIA
Teacher Education in Malaysia: Background
Teacher education in Malaysia is organized at two levels:
• University level. Five of the six local universities offer courses in edu-
cation which can either be taken concurrently with an undergraduate
degree or consecutively for a period of one year after completing the
degree, leading to a diploma. Teachers so trained, known as gradua-
te teachers, are normally assigned to teach the upper classes in
Malaysian secondary schools. In addition, some universities also offer
p o s t-graduate courses leading to a Masters or a Doctorate in
Education.
• College level. This five-semester programme (2.5 years) for secon-
dary school leavers who apply to become teachers is offered in 28
teachers’ colleges throughout the country. Those graduating from
these institutions are awarded Certificates in Education and are
known as college-trained teachers. They usually teach in primary
schools or in the lower classes of secondary schools.
The certificate programme was of two-years’ duration until 19g1, when it
was extended to three years following the recommendations of the Cabinet commit-
tee which reviewed the implementation of the National Education Policy in 1979. The
programme was again reviewed recently and all courses have now been reduced to
2.5 years except for trade courses which continue to be three years in duration.
The university programmes are organized by the respective universities
through their departments/faculties of education. As there is considerable autonomy
within each university in the kind of programmes it offers, the courses of study for the
various programmes tend to differ from one university to another.
The teachers’ colleges, however, come under the direct control of the
Teacher Education Division of the Ministry of Education (TED). Various aspects of
pre-service and in-service teacher education programmes in the teachers’ colleges,
including student selection, courses of study, examinations, certification and staffing
and development, are centrally planned and coordinated by TED.
TED works closely with other professional divisions of the Ministry to
ensure the success of its programmes. For example, the Educational Planning and
Research Division provides input regarding the number of teachers to be trained year-
ly and the kind of subject specialization programmes that should be offered in the col-
leges. The Curriculum Unit at TED liaises with the Ministry’s Curriculum Development
Centre to ensure that the curriculum for teacher education is in line with the needs of
the national school curriculum. The Ministry’s Schools Division looks after the posting
of teachers graduating from the colleges; they are posted in the various states and
schools throughout the country.
In addition to the pre-service certificate programme, TED also conducts
numerous in-service programmes for trained teachers, either on a full-time basis in
some teachers’ colleges or as holiday courses in designated institutions. TED also
acts as the secretariat for all in-service training programmes organized by various
other divisions in the Ministry of Education. The objectives of the teacher education
programme, in summary, are to:
- produce trained teachers of high calibre in sufficient numbers to meet
the requirements of all types of schools within the education system;
and
- produce teachers who are highly motivated to become active agents
in efforts to build a united Malaysian nation, dedicated to a democra-
tic way of life; to inculcate in their pupils the spirit of Rukunegara
(national ideology); to respond to the challenge of meeting the coun-
try’s manpower needs through the development of human potential
among the youth of the country; and to foster aesthetic, moral, physi-
cal and spiritual development among the pupils so that they can lead
full and meaningful lives.
Current Needs in Teacher Education
Some National Surveys
A number of local and national surveys, seminars and workshops vis-à-vis
the needs and effectiveness of teacher education have been conducted as forerun-
ners to changes in policies pertaining to teacher education. These activities were car-
ried out in view of the need for overall national development and in light of an aware-
ness that the input that goes into teacher education would be largely responsible for
the future of the nation.
One such activity was the Seminar on the Evaluation of Te a c h e r
Education Curriculum in Malaysian Teachers’ Colleges conducted by TED in associa-
tion with ACEID and held at RECSAM Penang, Malaysia in March 1979. This seminar,
though held several years ago, had a great bearing on subsequent changes and inno-
vations related to teacher education in the period 1981-1986.
Participants at this seminar felt that the two-year teacher education pro-
gramme was an ambitious one that was inadequately trying to impart too much infor-
mation within too short a period of time. It resolved, therefore, that the structure, orga-
nization and curriculum of the training programme in teachers’ colleges be revised to
incorporate new concepts and approaches in teacher education, and that the duration
of training be extended to three years. This resolution was also in line with the findings
of the Cabinet committee which reviewed the implementation of the Education Policy
in 1979.
The three-year pre-service teacher education programme was introduced
in all teachers’ colleges in 1981. This programme, however, was again reviewed in
1985 and, as a result of a policy decision, the training programme was reduced to 2.5
years effective from 1986 onwards. During the 1980-1984 period, two major collabo-
rative research activities were carried out, each activity being broken up into two dis-
tinct phases. Briefly, research findings were as follows.
Phase one—first collaborative research. The purpose of this research
was to find out what the Malaysian people thought of teachers (who they are and what
they do) and to compare their perceptions with the reality of the actual teaching situa-
tion and the teachers themselves.
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The analysis was limited to a comparison of the perceptions of the respon-
dents regarding the actual and the ideal teacher at the primary, secondary and tertia-
ry level. The analysis for match-mismatch comparison did not show any significant
mismatch between the perceptions of the actual and the ideal teacher.
Phase two—first collaborative research. The general objective of this
research activity was to identity a philosophy of teacher education for Malaysia as it
enters the 1990s. It was specifically geared to determine the extent to which certain
teacher attributes/qualities relate to student behaviour in the classroom, and to exa-
mine these under certain contextual conditions.
In the study, it was assumed that a positive score on the ASEAN Student
Rating Scale (an instrument drawn up for the project) would indicate that students
were learning. The results, however, revealed no such evidence. The study also sho-
wed that the relationship between students’ performance and classroom situations
play only a minor role in influencing student learning.
The Technical and Vocational Education Division of the Ministry of
Education has also conducted needs assessment surveys of teachers and teacher
educators who teach technical and vocational subjects. One survey sought to ascer-
tain the number of teachers and teacher educators who had attended in-service
courses, and was carried out with a view to increasing their competency in specific
subject areas. Based on the findings of this survey, relevant in-service programmes
were organized at both the local and national levels.
A similar survey was also carried out related to management, after which
specially-designed management courses were held for principals of technical and
vocational schools, lecturers in polytechnics and selected administrative staff of the
Technical and Vocational Division. A third survey related to skills upgrading was car-
ried out to ascertain the number of teachers or instructors who had undergone skill
training in specific specialization areas, particularly in secondary vocational schools
and polytechnics.
Community and National Development Needs
Socio-economic programmes in Malaysia are aimed at national unity
which is an essential prerequisite for national development, in line with Rukunegara
and the New Economic Policy (NEP), which aims to eradicate poverty and reduce
(and eventually eliminate) the identification of race with economic functions. In this
context, education is seen as the vehicle to help realize these objectives and thus
bring about national integration and correct racial economic imbalances which have
contributed to racial polarization.
National development and education reform are interrelated, since the lat-
ter often interprets, operationalizes and ultimately influences the former. Hence, edu-
cational reforms must be sensitive to the objectives of national development which
actually reflect the political, economic and social needs of the nation.
Teacher Education vis-à-vis Community and National Needs
The role of education has been clearly stated in numerous documents
and publications that deal with national policies and ideologies, as well as in papers
which spell out the aims, goals and objectives for specific development projects and
activities concerning education. For example, in the recently published Fifth
Malaysia Plan, it is stated that ‘output of teachers from teacher training colleges is
estimated to be 40,400, which is about double the output during the Fourth Malaysia
Plan. This increase is necessary to overcome the shortage of trained teachers at the
primary level resulting from the implementation of the class-teacher ratio of
1:1.5 in the KBSR1 classes... The intake of teacher trainees at the degree level will
also be continued in order to meet increases in student enrolment at the upper secon-
dary and post-secondary levels and to overcome shortages of graduate teachers in
various subjects at the secondary level.’
Resources Available for Teacher Education
Allocation for Teacher Education. For the 1986 budget, a total of
M$225.4 million was allocated for primary and lower secondary teacher education.
This represents about six percent of the total allocation for education. From this total
allocation, about 33 percent has been set aside for resources other than staffing.
There is a separate allocation for the construction of new colleges and the
upgrading of facilities in existing colleges. Under the Fourth Malaysia Plan
(1980-1985), M$149 million was provided for this purpose and a further M$384.8 mil-
lion was allocated under the Fifth Malaysia Plan (1986-1990). This provision is for the
construction of five teachers’ colleges, two of which will be new and the other three will
replace existing ones.
‘The Education system has been the major vehicle in promoting integra-
tion among all Malaysians, irrespective of ethnic, cultural and religious backgrounds.
The implementation of the use of Bahasa Malaysia (the national language) as the
main medium of instruction served to strengthen the basis of national unity by promo-
ting effective communication among Malaysians through a common language.
Another programme towards enhancing integration was the implementation of a com-
mon curriculum for all schools aimed at instilling and inculcating values and norms in
line with the Rukunegara, the national ideology. In addition, emphasis was given to the
study of historical, economic and social development of Malaysia. The moulding of
civic and national consciousness was also emphasized. Co-curricular activities also
provided opportunities for school children to interact and work together.’ (Fifth
Malaysia Plan 19861990, p. 6)
Teacher education has also been sensitive to these needs, and the
Ministry has developed teacher education programmes consistent with the aims and
objectives of the national education system. Teacher education also contributes
towards the manpower needs of the nation. Accelerated teacher education pro-
grammes have been a common feature ever since the country gained independence,
and this will continue in the near future.
Financial and physical constraints. Because of adverse economic
conditions, the yearly allocation for primary and lower secondary teacher education
has been maintained at an increase of only about 10 percent over the previous year’s
allocation. This stringent allocation applies to most other programmes within the
Education Ministry.
Local universities have also been affected by adverse economic condi-
tions. Limited funds and an accelerated increase in student enrolment have resulted
in optional and/or highly regulated use of certain physical facilities, such as micro tea-
ching and language laboratories, as well as library and instructional media workshops.
Conditions have also imposed limitations on research, textbook writing and small
group activities. Limited funds have also affected the proper supervision of students
during off-campus teaching practice, especially because they are situated in
widely-scattered schools all over the country.
__________________________
1. KBSR is the abbreviation for Kurikulum Baru Sekolah Rendah—the new Primary School Curriculum (NPSC) introduced
nationwide in 1982.
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Crucial resources. The most crucial resources in Malaysian teachers’
colleges and universities are both financial and manpower, as these can adversely
affect the quality and quantity of teachers trained.
A reduced financial allocation has considerably delayed the construction
of five new teachers’ colleges. Although student intake for the academic year begin-
ning 1986 was increased by about 80 per cent, the delay in building the five colleges
resulted in a shortfall of teacher output and considerable overcrowding in colleges.
Sharing of resources. One area where this is most evident is in the
supervision of teaching practice. Practicing teachers in schools often help the univer-
sities and colleges in the supervision of trainees undergoing teaching practice in their
schools. This is resorted to because students and teachers undergoing training are
sent to widely scattered schools, making it difficult for college lecturers and university
faculty staff to visit all of them due to constraints of time, money and manpower.
Sharing of physical facilities is another strategy often employed. In universities, the
faculties/departments of education share certain physical facilities, laboratories and
special rooms with other faculties. In both colleges and universities, mass lectures are
often conducted to cope with a staff and lecture/classroom shortage.
Teacher Qualifications, Supply and Demand
Teacher demand and supply. During the period of the Fourth Malaysia
Plan (1981-1985), a total of 23,900 teachers were trained in teachers’ colleges and a
further 17,320 in the five local universities. Despite these figures, there is still a shor-
tage of teachers at all levels of the school system. At the primary level, the shortage
was aggravated by the implementation of the New Primary School Curriculum
(NPSC), which changed the classroom-teacher ratio from 1:1.2 to 1:1.5. According to
the Fifth Malaysia Plan, the country was still short some 2,300 graduate teachers for
the upper secondary level, specifically for Bahasa Malaysia and English, at the end of
1985. There is also a shortage of teachers at all levels in some geographical areas.
There has always been, for instance, a problem getting teachers who originate from
Peninsular Malaysia to work in the states of Sabah and Sarawak. The government has
introduced a ‘hardship allowance’ for teachers from Peninsular Malaysia who opt to
work in these states.
Overcoming teacher shortfalls. To overcome these problems, several
strategies have been adopted. The student intake into teachers’ colleges has been
increased from about 6,000 annually to an unprecedented 11,000 in 1986, an increa-
se of over 80 per cent. This has caused severe strain on the 28 colleges. Though the
number of teacher educators has also been increased, the colleges are experiencing
constraints in terms of physical space and instructional facilities. During the Fifth
Malaysia Plan (1986-1990), the government plans to complete the construction of five
new colleges. It is hoped that this will considerably lessen overcrowding in the col-
leges. During the same period, teacher output from the colleges is expected to be
40,400, an increase of about 65 per cent over the figure for the Fourth Malaysia Plan
(1981-1985). It is unlikely that the output of graduate teachers will lee much higher
than present figures indicate, because the faculties/departments of education in the
five local universities are already operating at maximum capacity.
Another problem involves arriving at an acceptable balance between the
sexes when selecting candidates. The trend in recent years seems to indicate that the
ratio of women applicants to men is about five to one, and it is likely that this trend will
be reflected in the future output of teachers from teachers’ colleges. This may result
in administrative problems for headmasters who may find it difficult to organise and
co-ordinate certain co-curricular activities in their schools which traditionally have
been the domain of male teachers.
To overcome these problems, a conscious effort is being made to admit
more male trainees into teachers’ colleges. It is not possible, however, to train a suffi-
cient number of teachers to meet immediate needs. Because of this, the Ministry of
Education is considering the adoption of a distance teacher education programme to
train a larger number at any one time. The proposed programme entails the utilization
of personnel and resources from (and the co-operation of) a number of professional
divisions of the Ministry, notably TED, the Educational Media Service, the Schools
Division and the Curriculum Development Centre. A working paper on the feasibility of
the project has been drawn up by TED, which acts as the secretariat for the project,
and is now being presented to the Educational Planning Committee (EPC) for appro-
val and funding. This is intended to be a pioneer project and, if found effective, there
is every likelihood that it will be extended to normal pre-service programmes in tea-
chers’ colleges.
Adequacy of personnel for primary and secondary teacher education
programmes. Teacher educators are usually appointed from among qualified tea-
chers who have had a number of years of teaching experience in schools. The gene-
ral rule applied is that a graduate teacher should have a minimum of three-years tea-
ching experience, and a non-graduate teacher a minimum of five years, before being
considered for a teaching post in a teachers’ college. Generally, TED has not had
much difficulty recruiting adequate numbers of qualified personnel for posts in tea-
chers colleges, but there is a shortage in certain subject areas, such as Bahasa
Malaysia, English, music and art education. The Division also encounters difficulties
recruiting staff for service in the east coast of Peninsular Malaysia and for teachers’
colleges in Sabah and Sarawak.
Staffing in faculties/departments of education in local universities appears
to be adequate, although most institutions are not operating at full strength. Some uni-
versities face a shortage of qualified language teachers and science teacher educa-
tors, but overcome this problem in part by employing part-time staff.
Overcoming staff shortfalls in teacher education. Most teacher edu-
cation institutions overcome the problem of a staff shortfall by employing part-time lec-
turers for subject areas where the shortage is most acute. At the inter-divisional and
inter-institutional levels, a common strategy employed is the sharing of personnel and
other resources among all agencies involved in teacher education. This includes the
supervision of teaching practice, the organization of co-curricular activities, the orga-
nization of special orientation/induction programmes and the implementation of spe-
cial research projects or activities.
The appointment of part-time staff and the sharing of personnel, however,
can only be considered as a stopgap measure to overcome immediate needs. In the
long run, there is a need for all teachers’ colleges to have their full complement of com-
petent staff to carry out all teacher education programmes. This can only be achieved
through a systematic and longterm staff development programme.
Provisions and programmes for training teacher educators. FOX lec-
turers in teachers’ colleges, limited awards in the form of unpaid study leave, half-pay
study leave, and study leave with full pay, as well as tuition fees and subsistence allo-
wances, are made available for the pursuit of diploma, first degree, Master’s degree
and Doctoral degree courses, both at local and overseas universities. A total of 124
teacher educators and professional officers received such awards between 1984 and
19186. In addition, there have also been awards made available by the British
Government, the Japanese Government (the Mombusho Scholarship Scheme) and
other awards, such as the Commonwealth Scholarship Plan, the Singapore Regional
Language Centre Award and the Federal Government (Malaysia) Scholarship Award.
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Awards for short-term courses leading to a diploma and certificates have
also been offered by certain governments and agencies from time to time. For
example, in 1983,60 teacher educators participated in a special short course in
English language teaching in the United Kingdom under a special financial aid pro-
gramme of the British Government.
The role played by the South-East Asia Ministers of Education
Organization (SEAMEO) is also important: Ever since the inception of the
Organization’s centres in the 1960s, teachers, teacher educators and other educatio-
nal personnel have benefited from the various programmes organized. These centres
include the Regional Language Centre (RELC) in Singapore, the Regional Centre for
Science and Mathematics Education (RECSAM) and the Centre for Innovation and
Technology (INNOTECH) in the Philippines. The special training programmes organi-
zed by these centres have contributed a great deal towards enhancing the level of
competency of teachers and teacher educators in the relevant fields.
Special courses and workshops are also organized locally by TED as the
need arises. Examples of such recent courses and workshops include the Testing and
Evaluation Workshop for Department Heads, the Curriculum Administration and
Management Course, and various other seminars related to NPSC implementation. In
1986, TED organized 19 such courses and seminars involving 1,014 teacher educa-
tors—the figure is much higher when those who attended similar programmes organi-
zed by other divisions and agencies are included.
Newly-appointed teacher educators attend special induction courses
organized jointly by TED and each of the 28 teachers’ colleges in the country. Such
courses are aimed at orienting teacher educators to their new roles and functions as
lecturers in the colleges. A total of 200 teacher educators attended induction courses
held in 1985 and a further 518 attended the same programme in 1986. In the univer-
sities, a large number of teacher educators are sent overseas for programmes leading
to Master’s and Doctoral degrees under each university’s staff training programme.
There are also opportunities for attending national, regional and international seminars
and workshops related to specific subject areas or disciplines.
Procedures and studies evaluating teacher education programmes.
In all teacher education institutions in the country, informal mechanisms exist for for-
mative evaluation of programmes. Faculty or college staff meetings serve as impor-
tant forums for academic staff to discuss and examine the effectiveness of various pro-
grammes and projects within each institution. At TED level, frequent meetings of unit
heads and college principals are also held. The Teacher Education Advisory Council
is another mechanism through which teacher educators often meet to discuss com-
mon problems and issues.
For in-service teacher education programmes, evaluation questionnaires
pertaining to course content, length of training, suitability of topics and effectiveness
of programmes are often administered to participants at the end of each course.
At a more formal level, the Ministry of Education has instituted a number
of national committees which examine, review, evaluate and approve all programmes,
including those related to teacher education. Of these committees, the Education
Planning Committee (EPC) is the highest decision-making body.
Another important committee is the Central Curriculum Committee (CCC).
This committee is entrusted with the specific function of formulating policy guidelines
and/or evaluating the effectiveness of all training programmes related to curriculum
matters. For normal teacher education programmes in the colleges, formal procedures
for evaluating the effectiveness of courses consist of examinations set at the central
level and held at the end of each semester, and coursework assessments conducted
at the college level to assess student performance in specific curriculum areas.
Staff input into teacher education programmes. There have been no
major studies on staff input. The Training and Staff Development Unit of TED, howe-
ver, recently conducted a mini-survey to determine the needs of teacher educators in
the states of Sabah and Sarawak. The study revealed that there was an urgent need
for local in-house or zonal in-service programmes to upgrade the expertise of teacher
educators in the two states.
Areas of major concern include lecture preparation based on research fin-
dings, transfer of learning in the classroom, teaching the use of simulation techniques,
evaluation of teaching practice, and clinical evaluation. Plans call for special pro-
grammes to eater to these needs.
Policies, Problems and Plans in Teacher Education
The 1980s ushered in various changes in the structure of teacher educa-
tion in Malaysia, particularly at the college level. These changes can best he classified
and discussed under four broad headings.
Changes in duration and structure of training. A three-year program-
me was introduced in all teachers’ colleges in May 1981. This was a radical change
compared to the two-year pre-service programme which had been in operation for
almost 20 years. The system was subjected to further review, and the three-year term
(trimester) system was replaced by a three-year semester programme in January
1985.
Changes in curriculum structure and content. As a result of changes
in the duration and structure of teacher education programmes in the colleges, the
structure and content of the curriculum also underwent changes. The changes affec-
ted those who were following Programme A ( Primary School Teacher Education
Programme) and Programme B (Secondary School Teacher Education Programme).
Major changes include the following.
• The New Primary School Curriculum (NPSC) introduced in 1983
resulted in corresponding changes to the teacher education program-
me. For example, in the Primary Teacher Education Programme, such
traditional subjects as health science, science, local studies and civics
were replaced by a single subject called ‘Man and Environment.’
Pedagogy courses have been reviewed and revised to emphasize
such strategies and concepts as integration, assimilation, enrichment
and remediation. Similarly, language and mathematics courses have
also been revised to give added emphasis to the three Rs in line with
NPSC requirements. Teachers’ colleges have also been encouraged
to set up ‘practicing classrooms’ modelled after the primary school
programme.
• ‘Islamic Civilization’ is a new course introduced by the Ministry of
Education in all institutions of higher learning. This course is followed
by all students, irrespective of race and religious beliefs.
• In line with the move to upgrade the teaching and learning of the
English language in teachers’ colleges, training programmes have
been revised and a number of changes introduced. For example,
English proficiency courses are now included under the core compo-
nent.
• In the training programme which has just been revised in line with the
semester system, ‘Civics’ has been replaced by ‘Citizenship
Education’ and made into one of the core courses.
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The teacher education curriculum followed by all teachers’ colleges is cen-
trally prescribed by TED after being presented to and approved by the Education
Ministry’s Central Curriculum Committee. The current curriculum consists of several
important components: core subjects, school subject specialisation, special pedagogy
or self-enrichment subjects, and teaching practice.
Changes in student evaluation procedures. The implementation of the
semester programme has necessitated a review of student evaluation procedures in
the teachers’ colleges. The semester concept brings with it a system of evaluation
which is radically different from the old end-of-course examinations which students
and teacher educators were familiar with under the term system. The new system is
also viewed as a better alternative, in that evaluation of student performance is more
evenly spread throughout the course and greater stress is placed on coursework assi-
gnments and projects. The system also requires all courses to be reviewed and arran-
ged into more discreet and manageable units in ways which facilitate student learning.
In the examination system, course work assessment is accorded a value
of 60 per cent, while the remaining 40 per cent is given to end-of-semester examina-
tions. This applies to all subjects which use both systems of evaluation, but there are
also a number of subjects in which evaluation is based solely on coursework assign-
ments
Changes in student selection procedures. One of the recommenda-
tions of the Cabinet committee which reviewed the implementation of the National
Educational Policy was that the Ministry of Education should take over the job of stu-
dent selection from the Education Service Commission. Consequently, this was han-
ded over to TED, which had to expand its Recruitment and Placement Unit to shoul-
der the added responsibilities. The change was a welcome one as it provided an
opportunity for a greater number of teacher educators in the field to be more actively
involved in the selection process.
Student selection into teachers’ colleges has caused some concern
among educators. From the educational point of view, it is generally accepted that the
interview technique, though effective in some ways, should not be considered as the
sole method of selection. In view of this, TED has formulated and introduced a
Scholastic Aptitude Test (SAT) to be administered to would-be teachers. It then selects
only those applicants who show the right potential at the final interview.
Growth Points and Gaps in Teacher Education
Significant Initiatives in Teacher Education
School-based in-service education. During the Fourth Malaysia Plan
(1981- 19g5), a total of 165,500 qualified teachers benefitted from various forms of
in-service programmes organized by all divisions of the Ministry of Education. Most of
these programmes were school-based in nature although they were mainly conducted
at the national level.
Staff development. The main local institution that deals with staff deve-
lopment is the Ministry of Education National Institute of Educational Management
(NIBM). This institute, formally established in March 1979, provides in-service training
in management and administration for professional officers and supporting staff at all
educational levels. In relation to its qualitative objectives? the institute strives to
increase the professional competency of various levels of personnel in the education
service, and mould them into agents of change in the field of national educational stra-
tegy, in accordance with the national strategy.
Other forms of in-service training programmes for trained teachers are
also conducted either on a full-time basis in some teachers’ colleges or as holiday
courses during school vacations by TED.
Specialist Courses for Trained Teachers represents the longest ongoing
in-service programme for trained teachers, teacher educators and education service
officers in the country. Those with a minimum of five-years teaching experience are eli-
gible to apply for any one of the one-year or six-month full-time specialist courses
organized by the Teacher Education Division. Some of these courses were introduced
as early as the 1960s.
The Ministry’s Curriculum Development Centre also provides in-service
courses geared towards raising and updating the level of expertise and knowledge of
teachers and teacher educators, particularly in light of NPSC changes. The Centre
conducts in-service courses for key personnel, headmasters and teachers, and orien-
tation programmes for teacher educators for effective implementation of programmes
and utilization of materials.
With regard to education vis-à-vis staff development, the Examinations
Syndicate organizes in-service training courses in teacher testing, and the Federal
Inspectorate of Schools organizes seminars and in-service courses for headmasters
and teachers, which concern effective methods of teaching and updating instructional
strategies.
In addition to these, other divisions also conduct in-service training cove-
ring not only the whole spectrum of the school curriculum but also such areas as admi-
nistration, supervision and education.
Distance programmes for teacher education. No programme as yet is
geared specifically towards teacher education. The only distance education program-
me currently in existence in Malaysia is the Off-Campus Programme, which is conduc-
ted by Universiti Sains Malaysia. A five-year off-campus degree programme, it is
conducted by correspondence tuition, and via radio, by tutors at various centres, with
some lectures at the university proper. The majority of students are trained teachers.
This is an important and effective avenue for practising collegetrained teachers to
upgrade their academic qualifications, enabling them to be placed in a higher catego-
ry and salary scale in the education service.
Other Initiatives in Teacher Education
Post-graduate teacher education programme This programme, intro-
duced by TED in 1983 at the request of the Ministry of Education, is especially for
government scholarship holders who completed their initial degrees overseas. On
returning to Malaysia, these candidates are required to undergo a one-year profes-
sional teacher education programme in a teachers’ college before taking up their
appointments as graduate teachers in secondary schools. In addition to taking up a
general teacher education programme, candidates also specialize in subjects related
to their initial degrees. This presently covers the areas of mathematics and science,
arts, Islamic studies, and technical and vocational subjects.
Conversion courses for science and mathematics graduate tea -
chers. Beginning in August 1985, the Teacher Education Division introduced a special
English language programme for teachers who were originally trained to teach scien-
ce and mathematics, but who now show an interest in becoming Malay/English lan-
guage teachers. This represents a move by the Ministry of Education to overcome the
shortage of Malay/English language teachers in secondary schools. The initial groups
went through a three-month programme but, from feedback reports, it was decided to
extend the programme to six months beginning with the January 1986 intake.
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Teacher education programme for Maldivian education officers. This
is an international, technical co-operation programme between the Government of
Malaysia, the Asia Foundation and the Republic of Maldives. It was launched in 1984
following a request by the Maldivian Government for the Malaysian Ministry of
Education to mount a special teacher education programme for a group of Maldivian
primary school teachers to enable them to eventually serve in the Atoll Education
Centres as headmasters or teachers of English and act as innovative community lea-
ders for selected adult groups in the islands. The primary purpose of the programme
is to raise the standard of primary education in the atoll schools and encourage com-
munity participation in numerous development projects using the Atoll Education
Centres as the basis of operation. Consequently, a special two-year programme was
drawn up, the first phase consisting of a 15-month teacher education programme at
the Language Institute, followed by a six-month course at the Ministry of Education
National Institute of Educational Management (NIEM), and finally a three-month cour-
se in Leadership for Community Development and Management at Universiti
Pertanian Malaysia. The programme started in
Training programme for aboriginal teachers. The Teacher Education
Division has been approached by the Aborigines Department to mount a special pro-
gramme of teacher education for teachers in aborigine schools. The programme is still
in the planning stage and negotiations and discussions are still going on to map out
strategies for implementing the programme.
Role of teachers in networking school clusters. One example is the
appointment of itinerant music teachers by the Schools Division. Such teachers are
stationed in specific schools but conduct music lessons in a number of schools in a
particular location. This strategy is adopted because of the acute shortage of music
teachers in certain geographical areas in the country. The Division organizes remedial
education programmes along the same lines.
Chapter 7
REPUBLIC OF THE MALDIVES
Recent Developments in Teacher Education
Teacher education is altogether a recent development in the Maldives for
the systematic launching of teacher education programmes only dates back to 1977.
Therefore, the various programmes undertaken and the developmental trends and
phases that teacher education has experienced and the structural changes it has
undergone can all be regarded as new and innovative initiatives.
In 1977, the Maldives started its teacher education programme as a
Primary Teacher Training Project under the assistance of Unesco/UNDP and UNICEF.
It was a major development that grew within the Educational Development Centre
(EDC) under its teacher training section.
This important activity was organized at a most crucial time. Public
schools in the capital of Male were almost entirely staffed by expatriate teachers and
most of the atoll schools were staffed by untrained teachers.
Structural development. The scope and responsibility of the teacher trai-
ning section has widened over the years with the section gradually increasing and
strengthening both its administrative and professional capacities. The. result has been
the raising of the training of teachers to institute level in the eighth year of its intro-
duction in the country. In March 1984, the teacher training section was separated from
the EDC to form an autonomous body: the Institute for Teacher Education (ITE). Thus,
the raising of teacher training to institute level can be regarded as one of the major
innovations in teacher education between 1977 and 1986.
The most distinguishing aspect, however, was not the physical separation
into a different building under an ‘Institute’ name. It was the qualitative transformation
within the structural change that was most noteworthy, because it indicated that there
was a sufficient professional and infrastructural maturity in the country to cope with an
expanded programme of teacher education. It highlighted the challenging task of tea-
cher education and emphasized the importance of teacher education as one of the
principal instruments for achieving universal primary education in the country.
While it is true that an ‘Institute’ is not only buildings, physical facilities are
still essential to its effective operation. The transformation from a teacher training sec-
tion to a teacher education institute provided independent premises, including class-
rooms, a library, audio-visual facilities and more independent working facilities for
staff. The library enabled trainees and staff of the Institute to work more independent-
ly; library resources are also available to teachers and other personnel in the teaching
field.
Developments in pre-service teacher education. A major development
was a change in the duration of the primary teacher training course which began in
1977. For five years, from 1977 to 1981, a one-year primary teacher training course
(Dhivehi Medium) was conducted.
During this time, trends were observed: a decrease in the average age of
trainees and a poorer general education at the point of entry. Therefore, it was deci-
ded to extend the course duration from one year to two years, the first year being
devoted to raising the general educational standards of entrants and the second year
to mainly teaching methodology and skills.
Five batches of teachers graduated in the five years between 1977 and
1981. A group of 1981 entrants who were poorer than the average standard continued
as the sixth batch of trainees and were the first batch to undertake two years of trai-
ning. At the end of 1986, ten batches of primary Dhivehi Medium teachers had gra-
duated.
Table 7.1
Trained Dhivehi Medium Primary Teachers
___________________________________________________________________
Year 1977 1978 1979 1980 1981 1982 1983 1984 1985 1986 Total
___________________________________________________________________
Number of 
Teachers 18 18   19   34 39  27   52 36 46 49 338
___________________________________________________________________
While the Dhivehi Medium Primary Teacher Training Course (PTTC) has
continued, other new initiatives have also been launched. In 1980, the one-year PTTC
in English Medium was launched; between 1980 and 1986 seven batches of primary
teachers were trained in English Medium.
Table 7.2
Trained English Medium Primary Teachers
___________________________________________________________________
Year 1980 1981 1982 1983 1984 1985 1986 Total
___________________________________________________________________
Number of 
Teachers 9 11 11 8 18 12 19 89
___________________________________________________________________
During the early 1980s, a great need was felt, especially in the primary
schools, for specialised teachers in the areas of mother tongue (Dhivehi) and Islamic
studies. In 1982 the first course to train specialized Dhivehi and Islam primary tea-
chers was launched for a period of one year. The second batch of students for this
specialized course was enrolled in 1985.
Table 7.3
Trained Dhivehi and Islam Primary Teachers
___________________________________________________________________
Year 1982 1985 1986 Total
___________________________________________________________________
Number of Teachers 7 3 4 14
___________________________________________________________________
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Primary and middle school curricula were modified according to the revi-
sed national curriculum which went into effect in 1984. Unlike the previous curriculum,
‘Environmental Studies’ is now taught in Dhivehi in English Medium primary schools.
As a result, ‘Environmental Studies’ was also included in the specialized Dhivehi-Islam
teacher training courses from 1985.
Important qualitative innovations in courses include the conducting of a
practice teaching programme for the two-year Dhivehi Medium course which primari-
ly trains teachers to work in the atoll schools. When the course began in 1977, the
practice teaching component was conducted in school in the capital. Since the tea-
chers from this course serve in the atolls, the need for practice teaching skills and
techniques in an island school setting outside Male became imperative. Beginning
with the third batch (1979), teaching practice was conducted in the atoll schools.
Another new initiative was the use of closed circuit television (CCTV) in
micro teaching clinics, which was started in 1981. Video recordings of micro lessons
are replayed to trainees who observe and analyse them with the help of teacher edu-
cators. Through observation, practice and evaluation at these clinical settings, trai-
nees are helped to develop a practical and critical understanding of basic teaching
skills.
A school experience programme was begun in 1984, as part of the trai-
ning programme in which Dhivehi Medium first-year trainees return to their home
island for a period of four weeks. During this time, they examine their island school
situation afresh and gather useful information in light of a questionnaire given to them.
At the Institute, the information they have gathered is discussed and used in the cour-
se. Trainees in the English Medium and Dhivehi-Islam courses are attached to schools
in Male during their two-week period of school experience.
Another innovative development that began in 1984 is the incorporation of
workshops into teacher training courses to help teachers develop low-cost teaching
aids. Teaching aids were prepared previously as subject requirements during the cour-
se.
Developments in in-service teacher education. As innovative develop-
ment took place in the pre-service area of teacher education, an in-service teacher
education programme was also initiated. In-service programmes were organized in
the form of short-duration courses. The first of these courses was started in 1979 for
teachers who were trained in the first and second batches of the Dhivehi Medium
pre-service course. Since then, a short-term course has been organized regularly for
every batch of Dhivehi Medium trained teachers, teachers who generally undergo
in-service training after two or three years of service. In-service training for trained
English Medium teachers is in the form of short-term in-country training workshops
and seminars and long-term continuing professional development training in regional
countries.
In 1984, a new initiative was launched: the training of untrained atoll tea-
chers. Untrained teachers, employed on a provisional basis, had received no training
in the techniques and skills of teaching, although a few did possess other qualifica-
tions. This programme is undertaken in the atolls during the practice teaching period
of Dhivehi Medium atoll teachers. The teacher educator accompanying the practice
teaching group undertakes this two-week training. During the middle two weeks of the
four-week teaching practice programme, the accompanying teacher educator under-
takes the training of untrained teachers. Based at the Atoll Education Centre, this pro-
gramme trains all of the untrained teachers in that particular atoll. The fact that the
practice teaching of pre-service trainees and the training of untrained teachers occurs
simultaneously allows the latter an excellent opportunity for vicarious learning, parti-
cularly because of the higher ages of many of the untrained teachers.
Anew dimension of in-service teacher education began in 1978 with the
introduction of weekly fifteen-minute radio programmes to provide relevant educatio-
nal information to teachers in service.
Developments in training teacher educators and continuing educa -
tion. To enable effective teacher training programmes to be taught, a programme to
train teacher educators is essential. To achieve this, groups of competent and suc-
cessful primary teachers have been trained at overseas institutions in the field of tea-
cher education, while study trips have been granted from time to time to ensure the
continuing professional development of teacher educators. This includes short-term
attachments, workshops and seminars in related areas of teacher education.
Current Provisions for Teacher Education
The Institute for Teacher Education (ITE), which is the only teacher edu-
cation establishment in the country, trains teachers to teach in primary schools both in
Male and the atolls. The scheme of teacher education in the Maldives is depicted in
Figure 7.1.
Figure 7.1
Scheme of Teacher Education in the Maldives
Current pre-service provisions. The following programmes are present-
ly conducted in the area of pre-service teacher education.
• Two-year primary teacher training course (Dhivehi Medium): This
course is designed mainly for trainees from the atolls, since the gra-
duates of this course teach in the atolls. This is the course that began
as a one-year course in 1977, was conducted in this manner for five
years, and became a two-year course in 1981. Trainees for this cour-
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se are required to have achieved the grade 7 standard of general edu-
cation. Candidates who have sat for the National Exams for Junior
School Certificate (JSC) and succeeded have a better chance of
enrolment than those who didn’t. Even though the preferred entry
level is the JSC level, this often has to be lowered to upper primary
level qualifications, because the number of students reaching the JSC
level from the atolls is presently fewer than the number which can be
absorbed into the developmental sectors. All sectors of the labour
market are seeking trainable candidates at this level, and so teacher
education has to be satisfied with its limited share. As educational
opportunities have recently begun to spread in the atolls, the hope for
receiving more candidates of JSC standard is greater.
Besides academic preferences, an age limit is also considered, with
entrants being between the ages of 18 and 35 years, depending on
the availability of candidates. Academically qualified young candidates
who appear promising are sometimes enrolled in the course. No can-
didate over the age of 35 years has applied for the course; with the
present trend, this is likely to remain the case. Trainees for this cour-
se are selected after-an examination and an interview; candidates
who have sat for the JSC examinations are not required to sit for the
entrance exams. The entrance exams are conducted in three subject
areas: mathematics, environmental studies and mother tongue
(Dhivehi). These examinations are at a level between upper primary
and middle school. In addition to these three exams, a nonverbal test
is administered to assess the intelligence-of the applicants. Based on
the exams and interview, applicants are chosen according to the num-
ber of places available. Trainees in this course receive a monthly sti-
pend for the period of their training, and training materials also are
also provided. Special materials for practical arts and for teaching aids
workshops are also provided. Trainees selected for the two-year cour-
se are required to serve the government for a period of four years.
The curriculum for the two-year Dhivehi Medium course is comprised
of several broad study areas: Maldivian studies, Islamic studies, edu-
cational foundation studies, English for teachers, subject methods and
professional training. Within these broad areas, the following subjects
are studied by the trainees: Dhivehi, English, Islam, mathematics,
Quran, physical education, environmental studies, practical arts, study
skills, music and movement, community education, health and nutri-
tion, population education, child development, teaching skills, curricu-
lum studies, educational psychology, and the role of the teacher.
Evaluation of student performance is done through continuous
in-course assessment and by an end-of-course examination, conti-
nuous assessment being the dominant mode of evaluation. In 1985,
specific criteria for certification were established for this course; howe-
ver, a case can be reviewed for consideration if the trainee has obtai-
ned marks above or equal to 34 per cent, the passing mark being 50
per cent. In view of this, although students may fail some subjects,
they cannot afford to obtain a mark of 33 percent or below. Within the
professional component of the training, the school experience compo-
nent is conducted in the respective islands of the trainees. This is
undertaken during the first year of training.
- -
• One-year primary teacher training course (English Medium): This
course is designed for students of GCE ‘O’ level standard. As this
course is conducted in English, teachers from the course generally
serve in the English Medium schools in Male, although a few do serve
in the atoll schools. The entry qualification for this course is a mini-
mum of two GCE ‘O’ level passes. As is the case with the two-year
Dhivehi Medium course, the entry qualification for this course gene-
rally has to be waived to obtain a satisfactory number of trainees.
Candidates sit for a competency test in English and are interviewed
before being selected; the age limit of 18 to 35 years is also applied
for this course. Trainees receive a monthly stipend during the period
of training, and training materials are provided. The curriculum is
almost the same as that of the two-year course, although subject
content differs slightly for some subjects.
• At the end of their training, trainees receive a Primary Teaching
Certificate (PTC), if the following criteria are met: a pass in practice
teaching, and passes in all of the subjects studied in the course.
Special criteria are established for those who pass practice teaching
but are not successful in certain other subjects. A trainee is success-
ful if he or she has passed practice teaching and any five subjects
from group A (Dhivehi, Islam, Quran, environmental studies, mathe-
matics, practical arts and physical education) and three subjects from
group B (teaching skills, educational foundation studies, community
education, health and nutrition, and English), group B subjects inclu-
ding either teaching skills or educational psychology plus two other
subjects. The performance of trainees who are not successful in some
subjects is reviewed at a review committee meeting consisting of the
course co-ordinator and teacher educators. During such a review
meeting, the following are given due consideration: conduct, atten-
dance, punctuality, participation in class, participation in group work,
professional attitude towards course work and the ability to meet
deadlines. Only after consideration of these criteria is a trainee dee-
med worthy of certification.
• One-year special course to train Dhivehi, Islam and environmental
studies teachers: Begun as an emergency course to train specialized
teachers for the subjects noted, currently this course trains teachers
for the Male English Medium. Even with the stock of locally trained
English Medium teachers, it is important to note that there are quite a
few expatriate teachers in service at the primary level. However, it is
not possible for these expatriate teachers to undertake teaching of
Dhivehi, Islam or environmental studies because these are taught in
mother tongue. As a result, the training of special teachers to teach
these three subjects needs to be continued. The entry qualification for
this course is JSC level (grade 7). An entrance exam is given to appli-
cants in the three subject areas; interviews also are conducted.
• The curriculum for this course mainly centres around the three sub-
jects of Dhivehi, Islam and environmental studies, although teaching
skills and educational foundation studies are also included in the pro-
gramme. Evaluation procedures are similar to those adopted in other
courses. The first three subjects are compulsory, and a student could
be deemed worthy of certification even if he or she has failed one of
the latter two subjects (teaching skills or educational foundation stu-
dies). As with other courses, failure cases are reviewed by a comrnit-
tee.
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With regard to the current provision for teacher education and projec-
ted teacher requirements, one cannot be overly optimistic about the
future. At the end of 1986, the available student places at ITE stood
as follows: English Medium course, 23 trainees; Dhivehi Medium
(two-years), 140 trainees; and Dhivehi, Islam, environmental studies
course, five trainees. There was a total of 168 places for trainees. The
present annual output of about 15 to 20 English Medium teachers and
40 to 50 Dhivehi Medium teachers falls short of actual staffing requi-
rements.
Induction programmes. Systematic induction programmes are not orga-
nized for teachers; instead, teachers begin their teaching year with as much help as
they can obtain from each other. Supervisors or headmasters from initial planning ses-
sions often take a day or two for an orientation programme. In addition, weekly staff
meetings are quite useful.
Current in-service provisions. The in-service teacher education pro-
gramme is inadequate and of a limited nature. Most in-service courses have, until very
recently, been organized on an ad hoc basis. In-service training has often been provi-
ded as an emergency response to an immediate need, rather than as a continuing and
systematic approach to the process of teacher improvement. These courses have
usually emphasized teaching methods, specialised subjects, the production of
low-cost teaching aids and the orientation of curriculum change; and they have gene-
rally been organized and held centrally in Male. In-service courses, which vary in dura-
tion, are held during the school year or during vacation and, in most cases, outside
normal class time. Participation in in-service courses is optional for teachers, although
attendance is as high as 80 to 90 per cent of the target group. As in-service partici -
pants, teachers coming from the atolls receive travel expenses, a per diem and cour-
se materials. Teachers completing in-service courses of more than two weeks are
usually given certificates of attendance. However, participation in in-service courses is
not linked to salary increases.
Current provisions in continuing education. Continuing education for
both teachers and teacher educators has been sought through international and bila-
teral assistance. For instance, English Medium trained teachers have attended one to
three years of advanced primary teacher education courses in Singapore, Brunei or
Malaysia. Educators have undertaken teacher education courses ranging from one to
two years at different foreign institutions. Apart from long-term training, teacher edu-
cators are also awarded study trips, attachments and workshops at various institutions
outside the country. In-country training workshops in various disciplines of teacher
education have been conducted with technical and other assistance from bilateral and
international agencies.
Issues, New Initiatives and Innovations
The main issues that can be identified within the Maldivian teacher edu-
cation system are expansion of pre-service training, expansion of in-service training,
continuing staff development programmes, expansion of physical resources, and
research in teacher education.
Expansion of pre-service training. To achieve UPE by 1995, an expan-
ded programme of pre-service teacher training is essential. Projections of teacher
requirements for the atolls indicate that by 1995, 1,481 teachers need to be trained.
However, by the end of 1986, only 338 teachers had been trained, which implies that
over 70 per cent of the requirement is yet to be met. Annual teacher output by 1986
was between 40 to 50 teachers. Considering recent trends in enrolment rates, a major
breakthrough in the output of teachers is unlikely to occur.
Table 7.4
Number of Teachers in 1986 and those required by 1995
(Atolls excluding Malè)
Table 7.5
Number of Teachers Trained for Malè Primacy Schools by 1986
and Required by 1995
___________________________________________________________________
1986 1995
___________________________________________________________________
89 286
___________________________________________________________________
The number of expatriate primary teachers in Male primary schools cur-
rently is such that, based on the estimated pupil-teacher ratio of 30:1, the present trai-
ning capacity of 20 to 25 teachers per annum will not result in the replacement of
expatriate teachers by 1995.
An expansion in pre-service teacher education is closely linked to the
availability of staff, physical facilities and other resources. In view of this, a corres-
ponding increase in resources will have to be achieved before an expansion can take
place.
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Anew building to house the present training institute and provide more
classrooms and other facilities is to be completed by 1990; meanwhile, a programme
is under way to train more teacher educators. An optimistic forecast of the future indi-
cates the possibility that, with an increase in the number of teacher educators, it will
be possible to expand in-service teacher education programmes in the country.
The introduction of distance education is being considered as one way to
expand the pre-service output. Because the first year of the two-year Dhivehi Medium
course concentrates on improving general education, the distance education mode
would appear to be a favourable alternative. These programmes could be launched
through the Atoll Education Centres (AECs); all nineteen atolls currently have AECs.
Trainees could undertake their first year of training in the atolls and then go to ITE
(Male) for the second year of professional training. The Institute, which would teach
trainees for only a year, would concentrate on an increased number of final-year trai-
nees. This innovative proposal is currently being evaluated.
Expansion of in-service training The fact that pre-service trainees who
enrol in the Dhivehi Medium possess only a primary level education, and that those
entering the English Medium course have GCE ‘O’ level standard, underscores the
importance of in-service training on a continuous basis. To guarantee and further
improve the quality of teaching, especially in view of the introduction of a new prima-
ry and middle school curriculum, there is an urgent need to upgrade and retain exis-
ting staff in the atolls.
The expansion of in-service teacher education is also faced with problems
and raises key issues. One of the main issues refers to the nature of the organization
of courses. For instance, in-service training has often been provided as an emergen-
cy response to an immediate need, rather than as a continuing and systematic pro-
cess of teacher improvement; as a result, courses have been organized on an ad hoc
basis which has not helped to improve the quality of courses.
A centralised approach to providing in-service training has, to some
extent? made training less relevant to the practical working needs of teachers.
Decisions regarding content, form and arrangement of in-service training have been
made at the central level, with little or no input from teachers or principals at the local
level.
Another issue that needs to be addressed with regard to the context of
expansion of in-service training is that of motivating teachers for in-service participa-
tion. At present, participation in in-service training courses is neither compulsory nor
linked to any salary increase or promotion. It needs to be recognized that teachers
may not effectively participate in in-service training if they are inadequately motivated
to attend in-service training.
In-service training is presently undertaken by teacher educators who also
train pre-service trainees. Since serving teachers are mature-aged adults with some
teaching experience, it is important for teacher educators to recognize this fact and
alter the structure of courses and treatment of students accordingly.
To expand in-service training programmes, the way in which courses are
organized must be carefully studied and, as necessary, revised. In addition, to avoid
ad hoc course presentations, greater effort must be made to plan courses well in
advance.
Decentralization of in-service teacher education began recently.
School-based in-service training began in early 1987 as a pilot project in two AECs.
On-site full-time in-service teacher education based in these AECs are locally relevant
and needed. Depending on the success of the programme? it could be expanded to
other atolls.
The issue of motivating teachers, while at the same time maintaining
voluntary participation, is also under study, with policy guidelines being formulated to
link in-service participation to salary increments and promotion.
Continuing staff development programme. Teachers who are gra-
duates of the English Medium training are receiving continuing education opportuni-
ties in the form of advanced teacher training courses in regional countries through a
state scholarship scheme. It is important to ensure the continuation of this programme
or the establishment of a similar one.
A similar continuing education programme does not presently exist for
Dhivehi Medium teachers for two reasons. First, Dhivehi Medium teachers’ standard
of English would not allow them to undertake training at a foreign institute; and
second, given the limitation of staff and other resources, national training facilities can-
not accommodate additional training alongside the present pre- and in-service pro-
grammes.
Besides the continuing education for teachers, a continuous staff deve-
lopment programme for teacher trainees is also essential to update trainers in the
latest methods and techniques. Depending on the availability of financial resources,
educators are from time to time given the opportunity to attend courses and work-
shops in other countries; attachments and study tours also are used as forms of staff
development. Correspondence studies from foreign universities also have recently
been introduced as a means of staff development.
Expansion of physical resources. An expansion within any sector of
teacher education requires a corresponding expansion of existing physical facilities.
An increase in the number of classrooms and more facilities for the storage of
audio-visual equipment and other teaching aids are necessary for the improvement
and expansion of teacher education. It is proposed that a new institute be built at a dif-
ferent site within a period of two to three years. When this initiative is complete, the
teacher education programme will have an increased number and a higher quality of
physical resources available for its various activities.
Research in teacher education. Research is one of the most important
elements missing in teacher education programmes available in the Maldives; since
the beginning of teacher education in the Maldives in 1977, no scientific study or
research has been undertaken in this field. Evaluations of courses have been conduc-
ted on a simple and limited basis with no empirical-based deductions or conclusions.
Often questionnaires are filled in by participants at the end of pre-service and in-ser-
vice courses and workshops. Although the information gathered is potentially useful,
a careful scientific analysis of the information is often lacking. Because there are no
research specialists available in this field, it would be too demanding for the regular
teaching staff to undertake any systematic research study, as they are not equipped
with the necessary techniques and methods of research.
Teacher training programmes have been subjected to internal evaluations
conducted at weekly staff meetings during which relevant issues are discussed and
changes are brought about as and when necessary.
The quality and effectiveness of staff input into teacher education pro-
grammes, as yet, has not been researched. Because this is an important determining
factor as regards the quality and effectiveness of teacher education programmes, this
area should be examined in the near future.
New initiatives and innovations. The main new initiative, which was
begun in early 1987, is the atoll-based in-service teacher education programme. This
programme was launched through the placement of ‘on-site’ teacher educators in Atoll
Education Centres—the programme being initially begun in two AECs. The role of the
‘on-site’ teacher educator is to design, co-ordinate and conduct teacher education pro-
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grammes to help improve the knowledge and skills of teachers. Individual and group
in-service workshops/training activities are organized in the following curriculum and
methods areas: curriculum programming, lesson preparation, teaching methods,
classroom management, design and use of teaching aids, core subjects, and whole
class, small group and individual instruction techniques.
In view of insufficient professional reading materials, especially in the
atolls, it has been proposed to publish a professional journal for teachers. The objec-
tives of this biannual publication will be to:
- facilitate the sharing of experiences among teachers serving in diffe-
rent parts of the country;
- maintain a regular dialogue between the Institute for Te a c h e r
Education and others involved in the teaching field;
- promote the continuous development of teachers by upgrading their
competence in terms of both content and teaching skills; and
- promote research for effective quality improvement of education
through appropriate teacher preparation.
Decentralization of the first year of the Dhivehi Medium pre-service tea-
cher training is also a proposed new initiative. It is proposed that distance education
techniques be used to make teacher training accessible to a wider range of students
in a shorter period of time.
A specialised one-year in-service course is also proposed. This course
would aim to train atoll teachers as Dhivehi, Islam and environmental studies tea-
chers.
Future Directions
Teacher education in general—and, as the only teacher education institu-
te in the country, the ITE in particular—is charged with a very important role in edu-
cational development. To meet the needs of universal primary education, expansion of
pre-service teacher training programmes is essential. New strategies will have to be
adopted to achieve this; and both physical and financial resources will need to be
expanded.
As pre-service training expands, it is essential to develop a strong in-ser-
vice training capacity in the country; and full-time, trained in-service staff are vital.
For the last ten years, teachers have been trained to teach at the primary
school level. However, with the expansion of educational opportunities in the atolls,
more and more schools that originally started as primary schools are now establishing
middle school grades (grades 6 and 7). It is becoming increasingly common to find
trained primary teachers teaching middle school grades; consequently, there is a mis-
match between the qualifications of the teacher and the age-group they are actually
teaching. To overcome this mismatch, training of middle school teachers is an urgent
need.
In addition, future pre-service and in-service programmes cannot disre-
gard the need for a reliable and scientific evaluation of the programmes taught. This
is slowly coming along with course outlines and curricula being revised through care-
ful study. An evaluation of the qualitative input of the staff is also essential for the futu-
re development of teacher education in the country.
Chapter 8
NEPAL
Recent Developments in Teacher Education
This chapter will first examine the current status of teacher education in
Nepal and then move on to an examination of recent developments in the modalities
of teacher training.
Status of Teacher Education in Nepal
Historical background. The history of teacher training in Nepal dates
back to 1948 when the first teacher training centre was established to prepare prima-
ry school teachers for Basic schools. However, with the discontinuation of the Basic
education scheme, influenced by the Gandhian movement to reform the education
system, the operation of this training centre was terminated after a few years.
The College of Education was established in 1956, as recommended by
the Nepal National Education Planning Commission of 1954, to provide a four-year
B.Ed. programme for secondary school teachers. Simultaneously, mobile Normal
schools offered a ten-month training programme to prepare primary school teachers.
These mobile Normal schools were changed to permanent primary school teacher
training centres in 1963. A one-year B.Ed. programme was also started in the College
of Education to train graduates from other disciplines. The College of Education and
the training centres trained about 700 secondary teachers and over 9,000 primary
school teachers between 1956 and 1971.
The implementation of the National Education System Plan (1971-1976)
opened up new possibilities for the development of teacher education in Nepal. The
adoption of the policies that made training mandatory to secure tenure in teaching and
the introduction of a salary differential between trained and untrained teachers made
teacher training very popular in terms of both in-service and pre-service training. To
meet the new demand for trained teachers, all training institutions—the College of
Education, primary teacher training centres, the National Vocational Training Centre,
and the English Language Training Centre, all of which were under the control of the
Ministry of Education—were amalgamated into the Institute of Education, Tribhuvan
University. As a result, all teacher training activities were organized under the umbrel-
la of the Institute of Education (IOE).
The scope of activities of the IOE was considerably enlarged and diversi-
fied. For instance, during 1972-1978, the IOE conducted fifteen varieties of training
programmes at its sixteen campuses in different parts of the country. It also develo-
ped plans and programmes for teachers to upgrade their academic standing by parti-
cipating in various training programmes. This helped thousands of primary teachers to
upgrade their status to that of lower-secondary school teachers. Consequently, tea-
cher education programmes became more academic and less professional, in the
sense that teachers in training were more interested in accumulating academic credits
than in simply learning skills to improve the quality of school instruction.
While the HOE was expanding and consolidating its programmes, the
seventh amendment of the education code in 1980 acted as a countermeasure by cur-
bing any further growth of teacher education. The ratified code abolished training as a
mandatory requirement for obtaining tenure in teaching, a policy which adversely
affected the enrolment and quality of teacher education programmes.
Meanwhile, in the early 1980s, the Ministry of Education and Culture ini-
tiated a series of innovative projects, such as Seti Education for Rural Development
and the Primary Education Project, in which teacher training was a major component.
The number of teachers sent to longer teacher training courses on deputation by the
MOEC was drastically reduced.
Location of programmes. Tribhuvan University operates a network of
thirteen education campuses in different parts of the country. The programmes offered
by T.U. in its education campuses are as follows.
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The in-service training programmes organized by different agencies under MOEC and
their coverage are as follows.
MODEC Projects Programmes Coverage
Primary Education Short-term six districts
Project (PEP) (12 days)
Seti Education for Short-term four districts
Rural Development (21 days) in Seti Zone
(SERD)
Radio Education RE IT I—Pedogogy seventy-four
Teacher Training RE1T II—Content seven districts
(REST) areas broadcast
over 10 months
Science Education Science Master twenty-five
Development Teacher Training districts
Project (SEDP) (3 months)
Pre-service and in-service programmes. Teacher training programmes
in Nepal are organized by two major institutions: Tribhuvan University (T.U.) and the
Ministry of Education and Culture (MOEC). The long-term in-service and
degree-oriented programmes are conducted by education campuses of T.U., whereas
short-term in-service training is managed by different agencies under the MOEC.
Pre-service teacher education programmes follow a 2+2+2 structure, after
the S.L.C., leading to I.Ed., B.Ed., and M.Ed. respectively. The major purpose of these
programmes is to prepare professionally trained educational personnel for schools,
education campuses and other agencies.
Short-duration in-service programmes do not follow any particular pattern
and are influenced mainly by the goals of a particular project. The in-service pro-
gramme does not provide continuation after pre-service preparation.
Administration of teacher education programmes. At least four agen-
cies under the MOEC (PEP, SERD, RETT and SEDP) conduct teacher training.
Although there is a teacher training section in the Education Administration Division of
the MOEC, these projects operate independently. Training programmes under diffe-
rent projects are neither coordinated nor monitored. These in-service training pro-
grammes are financed by project funds.
Education campuses are under the administration of campus chiefs. Five
campuses are under multiple campus administration, in which the campus chief is
from a discipline other than education. All campuses are administratively and finan-
cially controlled by the central office of the Tribhuvan University. Pre-service teacher
education programmes are financed by the regular T.U. budget.
Recent Developments
Impetus for new initiatives. The adoption of the National Education
System Plan (NESP) in 1971 gave a new impetus to the expansion and diversi-
fication of teacher education programmes in Nepal. The goal of the NESP is to
unify diverse education practices into a national system of education geared to
the developmental needs of the country, providing a new challenge and direction
to teacher education in Nepal. To cope with this, a high level
teacher education workshop was held in 1971 which produced a teacher education
plan to meet the new demand for trained teachers and other educational personnel.
The plan proposed that both short-term and long-term in-service and pre-service tea-
cher training programmes be conducted under the umbrella of the Institute of
Education. Following the direction of this plan, most of the new initiatives and innova-
tive projects in teacher training were undertaken during the 1970s.
Quantitative expansion. To meet the need for an increased number of
trained teachers, new education campuses were established in the early 1970s in the
eastern, central, western and far-western regions. A few temporary campuses were
also started in remote and rural areas.
The enrolment in teacher training programmes has increased steadily
since 1972, with the enrolment peaking in 1979 with 6,198 student teachers. The
significant increase in enrolment in teacher training programmes is mainly due to the
government’s policy of sending in-service teachers on deputation for longer duration
training to allow them to upgrade their academic and professional status. More than
half of all trainees are enrolled in different types of primary school teacher training pro-
grammes.
Diversification Programmes. In view of the topography, the cultural
context and the status of educational development in different parts of the country, dif-
ferent types of primary school teacher training programmes were initiated in the early
1970s. The major teacher training programmes that were newly introduced are des-
cribed as follows.
• Women’s teacher training: In the Nepalese cultural context, the avai-
lability of women teachers is an important determinant of the enrol-
ment of girls. The women’s teacher training, previously called Equal
Access for Girls and Women to Education, was launched in 1971 to
train rural girls with a secondary education (classes 8 to 10) as pri-
mary school teachers. It was hoped that they would then teach in their
village schools and so assist in promoting a more positive attitude
among parents towards the education of girls. Some 200 trainees per
year have been accommodated in hostels built on the campuses with
assistance from UNICEF and NORAD/Unesco. UNICEF has equip-
ped the hostels with the necessary facilities and has also provided the
girls with stipends and other benefits.
• Remote area teacher training programme: Considering the low aca-
demic qualifications of the teachers employed in remote areas, a
four-year Remote Area Teacher Training Programme was conducted
in Jumla which admitted teachers who had completed grade 6. This
programme included both main subject content courses and essential
pedagogical courses, leading to the S.D.C. plus teacher training. Due
to a high degree of inefficiency, the programme was discontinued.
• On-the-spot teacher training programme: The on-the-spot teacher
training programme was an alternative structure designed mainly to
train primary teachers for the urban area through in-service education.
Some courses were taught in morning sessions at a convenient loca-
tion, while method courses were taught at the teachers’ own schools.
A mobile team of teacher educators moves from school to school to
supervise lesson planning, preparation of teaching aids and actual
teaching situations in the classroom. This programme, conducted in
ten different locations and covering 21 urban centres, has provided
training to about 760 in-service teachers.
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• Teacher training through distance learning: Teacher training through
distance learning was an alternative scheme adopted in 1976 to pro-
vide low-cost training for the backlog of untrained and underqualified
teachers in remote rural areas. A set of self-learning materials on tea-
ching primary school subjects and on education, and an admission
test to assess teachers’ ability to comprehend the reading materials,
were prepared. The admission test and the self-learning materials
were administered by distance learning teams that consisted of tea-
chers of different subject areas who met the student teachers in the
remote districts. The teams conducted a 15-day orientation program-
me for students who passed the admission test. Following this, stu-
dents studied the self-learning materials for three months in their own
districts under the guidance of district supervisors. Contact sessions
were also arranged with subject teachers. At the end of the contact
session, a two-month intensive training course was conducted, follo-
wed by a week of examinations. Altogether, fifteen districts were cove-
red by this programme with an intake of about 900 in-service teachers.
In addition to these programmes, a B-level (non-credit) primary teacher
training programme was organized for in-service teachers who had academic qualifi-
cations below S.L.C., and an A-level programme for teachers who had passed the
S.L.C. was conducted on several campuses. The A-level programme paved the way
for many primary school teachers to upgrade their academic qualifications and attain
a lower-secondary teacher status. Another significant development in teacher educa-
tion in the 197()s was the expansion of vocational teacher training. As there was an
urgent need to produce pre-vocational and vocational subject teachers to teach in the
newly transformed vocational schools, vocational teacher training programmes (both
short-term and long-term) were conducted on several campuses. However, with the
discontinuation of the vocational secondary school scheme in 1980, these pro-
grammes were drastically curtailed. In brief, there was a significant expansion of tea-
cher education programmes during the period between 1972 and 1980. In the early
1980s, there were new initiatives in short-term in-service teacher training. Resource
centre-based in-service teacher training is the principal modality adopted by such
innovative projects as the Primary Education Project and Seti Education for Rural
Development.
Staff development. Because the expanding teacher education pro-
grammes required a large number of teacher educators, a one-year M.Ed. program-
me was introduced in 1972. This programme recruited students who had completed
their M.A. or M.Sc. and provided both professional courses and field experiences in
different education campuses. Those who completed the programme provided urgent-
ly needed manpower for the education campuses. However, it also created a subtle
dichotomy between content disciplines and education discipline. The shortage of
vocational teacher educators adversely affected the quality of vocational teacher trai-
ning programmes, and there were no systematic and planned efforts in the prepara-
tion of vocational teacher educators. Regular efforts to upgrade the academic and pro-
fessional status of teacher educators continued through three avenues. The upgrading
of instructors who had only a B.Ed. degree was done through the D.M.Ed. program-
me at the Kirtipur campus. In addition, a number of teacher educators were sent
abroad to the U.S.A. and other countries to undertake Ph.D. studies in different pro-
fessional education areas. Similarly, a number of teacher educators were sent to India
under the Faculty Development scheme of T.U. to complete their Ph.D. in content
areas and professional education areas. Thus, the dichotomy between content disci-
plines and education discipline became more pronounced.
Multiple campus administration. When the concept of a multiple cam-
pus was introduced by T.U., major campuses such as Kirtipur, Prithvi Narayan, Thakur
Ram and Dhankuta Campus were multiple campuses administered by campus chiefs
who belonged to institutes other than WOE. Although the multiple campus adminis-
tration was meant to facilitate the sharing of resources and manpower between diffe-
rent faculties, in practice the attention of the campus chief tended to be biased towards
his own discipline and faculty. The result was a deterioration in the quality of teacher
education because of administrative complications and a lack of adequate budgetary
support for the practical aspects of teacher training programmes.
Separate administration of pre-service and in-service programmes.
Pre-service teacher education programmes are under the administration of different
education campuses, while the education campuses are under the general adminis-
tration of the central office of Tribhuvan University. Occasions often arise in which
decisions are not conducive to the professional character of teacher training. Since
1981, the Ministry of Education and Culture has been actively engaged in administe-
ring in-service training programmes through different projects. Although some in-ser-
vice teachers are sent on deputation to education campuses for long-term training, the
short-term intensive training of in-service teachers is managed under such projects as
the Primary Education Project and Seti Education for Rural Development.
Current Provisions for Teacher Education
This section examines current provisions for teacher training, both
pre-service and in-service. The continuing link between pre-service and in-service trai-
ning no longer exists, as the in-service training is not a continuation after the pre-ser-
vice preparation. Governing and financing of pre-service and in-service training pro-
grammes are under different institutions.
Pre-service Programmes
Pre-service teacher education programmes are organized by the T.U.
education campuses. Some in-service teachers who are sent by the MOEC for
degree-oriented courses are also enrolled in pre-service programmes. Duration, pro-
gramme components and entry qualifications of different pre-service programmes are
as follows.
Programme Duration Programme Content Entry Qualification
Women’s 10 months General - 200                         VllI-X grades
Teacher Training Professional - 800 S.L.C. appeared
Programme (Non
credit)
Proficiency 2 years General - 250 S.L.C.
Certificate in Professional - 200 passed
Education (I.Ed.) Specialization - 700
(Two subjects)
Bachelor in 2 years Professional - 300 I.Ed., I.A.
Education Specialization - 800 I.Sc. or Equivalent
(B.Ed.) ( two subjects) Degree
Bachelor in 1 year Professional -300 B.A. or
Education Specialization - 200 Equivalent Degree
(B.Ed.) (Two courses from
methods of teaching)
Masters in 2 years Professional - 400 B.Ed.
Education Specialization - 400
(M.Ed.) (Education on Content Area)
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The major emphasis of pre-service programmes is to provide a sound pro-
fessional background and develop skills in teaching in two subject areas to be taught
at the school level. In the Women’s Teacher Training Programme, the emphasis is on
equipping women with skills in both teaching and organizing rural development activi-
ties. In all pre-service programmes, content areas and professional education courses
are taught concurrently, and student teachers participate in a six-week practice tea-
ching at the end of the training programme.
Because the job of teaching has remained unattractive and unchallenging
in Nepal, teacher training campuses receive low-calibre students both in terms of aca-
demic aptitude and achievement motivation. The practice of administering admission
test and interviewing students before enrolling them into different programmes is
almost non-existent and, as a result, internal efficiency of pre-service teacher educa-
tion programmes has remained very low.
Instructional resources at education campuses have not keep pace with
the increasing number of students and faculty members in these campuses, the ove-
rall professional status of teacher educators being less than satisfactory. Of the total
faculty members in education, little more than half are both qualified and professio-
nally trained; about 25 per cent have Master’s degrees in content areas but no pro-
fessional training in teacher education; the remaining quarter are underqualified but
have received longer-duration training in their specialization and vocational areas.
Moreover, a significantly higher proportion of qualified and trained teacher educators
are concentrated in the campuses within the Kathmandu Valley. Thus, the quality of
pre-service teacher training is not of a uniform standard nationwide. As a result,
pre-service programmes have remained largely theoretical due to the lack of
resources and the absence of efforts to upgrade the professional competency of tea-
cher educators.
In-service Programmes
The ten-month Radio Education Teacher Training and the short-term
in-service training programmes are organized by different agencies of the Ministry of
Education and Culture; while five-month in-service programmes for primary and
lower-secondary teachers are conducted at selected T.U. education campuses. The
duration and components of these different types of in-service training programmes
are as follows.
Programme/Project Duration Programme Components
Radio Education Teacher l0 months Education; Teaching Nepali,
Training (RETT I) (under S.L.C.) maths, and social studies
RETT II (under S.L.C.) l0 months English
Seti Education for Rural 21 days followed by Orientation to the project; Techniques of
Development (4 districts in 7 day refresher training teaching: Preparation of lesson plans
Seti Zone) and related materials; Practice teaching
Primary Education Project 12 days followed by Introduction to product; Teaching Nepali
(6 districts) 10 day refresher training social studies, health, and maths;
Preparation of lesson plans and related
materials; Practice teaching
Science Master teacher 3 months - Content areas (science, maths); 
Teaching
Tralnlng techniques; SEDU training course
Primary Teacher Training 5 months Education; Teaching Nepali, maths,
(S.L.C.) social studies and English
Lower-secondary Teacher 5 months Method I (theory) and Method II (practical)
Training (I.A.) and content courses
The emphasis of the five-month in-service programmes for primary and
lower-secondary teachers conducted at selected education campuses is on equipping
teachers with skills to teach their respective subject areas. However, the unavailabili-
ty of resources has adversely affected the practical and field-based activities of these
programmes.
All other in-service programmes are managed by different agencies under
the MOEC. These programmes are at the formative and/or consolidation stage.
The Radio Education Teacher Training project was designed to increase
the access of rural and remote area teachers to teaching. Regular radio broadcasts
on pedagogy, supported by a set of self-learning materials consisting of four books,
were delivered to S.L.C. primary school teachers. About fifty per cent of the teachers
pass the examinations administered at the end of the programme. In 1986, English
language lessons were broadcast under RETT II to selected teachers in five districts.
The Seti Education for Rural Development project developed a practical
training programme with a focus on instructional improvement and linking school acti-
vities with rural development. In this project, and also in the Primary Education Project
(PEP), the training programme is conducted in the resource centre school, which is a
leading school in a cluster of schools.
The focus of PEP teacher training is on instructional improvement in
classrooms using project-generated materials; project-sponsored training pro-
grammes focus on skills and materials that are immediately applicable to classroom
situations.
Project-sponsored training programmes have more instructional facilities
than do campus-based programmes. In fact, the effectiveness of short-duration in-ser-
vice programmes is enhanced by the sets of teaching materials distributed to teachers
and the intensive follow-up supervision of their teaching that occurs after the training
programme.
In-service teachers are enthusiastic to attend training sessions and also
positive in applying new teaching skills and materials in their classrooms. Most of the
staff in these training programmes and in RETT are recruited internally from different
agencies of the MOEC; however, many of the staff are not professionally trained for
the job of teacher training. The practice of recruiting experienced teacher educators
from T.U. is rare.
Financing of Teacher Education
Pre-service teacher education programmes are financed from the
regular T.U. budget. A recent trend shows that teacher education expenditures as a
ratio of total education sector expenditures are decreasing. For instance, the percen-
tage share of teacher education of the total expenditure on education decreased from
4.43 per cent in 1977 to 1.51 per cent in 1985.
This has had a considerable effect on the quality and consolidation of
training programmes conducted by the education campuses of T.U. Moreover, since
salaries and wages account for 82 per cent of teacher education expenditures, very
little is left to finance the qualitative improvement of teacher training programmes.
The RETT and short-duration in-service training programmes are
financed by project funds; however, because of the heavy capital, equipment and
other components utilized in programme I, it is not possible to determine the actual
amount expended for training programmes.
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Resource Needs
The majority of education campuses do not have adequate instructional
resources or necessary support services. A lack of resources has deterred the deve-
lopment of training materials, the conducting of workshops for teacher educators, and
other promotional programmes. The sharing of resources of generously funded pro-
jects has not taken place and so a lack of adequate resources is a major constraint to
the revitalisation of teacher education programmes.
Relevance and Impact
The relevance and impact of pre-service programmes, excluding the
Women’s Teacher Training Programme, have not been assessed in a systematic man-
ner. However, annual reviews by the Faculty Board of the Education Faculty with res-
pect to the relevance of the content of different programmes have led to periodic
reforms in teacher education curricula. The few studies that have been undertaken in
this area reveal that trained teachers have a more positive attitude and are more like-
ly to use interactive methods of teaching than are untrained teachers. But application
of training techniques has been hampered by the lack of instructional materials and
support services at the school level The Women’s Teacher Training Programme has
also been found to have a positive impact on increasing girls’ enrolment levels and
developing positive attitudes among rural people towards female education.
Evaluative studies of short-term training programmes undertaken by
CERID reveal that these programmes are relevant to local situations and have a posi-
tive impact on classroom teaching. Trained teachers use a variety of teaching
methods and instructional materials, along with promoting active student participation.
In the Primary Education Project, a major outcome of the training programme has
been the adoption of grade teaching in early primary grades by most of the teachers.
On the other hand, the evaluative study conducted by RETT revealed that the Radio
Education Teacher Training Programme has some impact on teachers’ knowledge of
subject matter that is taught at primary level and on education in general, but it seems
to have less of an impact on the teaching techniques adopted.
Needs and Capacity
The goal of universalisation of primary education by the year 2000 has
created a need for an increased number of trained teachers. Of the 51,266 teachers
employed in primary schools, only 32 per cent are trained. To satisfy the need for trai-
ned primary school teachers, more than 60,000 teachers need to be trained, which
includes a huge backlog of untrained teachers. Similarly, at the secondary school
level, about 46 per cent of the 18,362 teachers employed (both at lower-secondary
and secondary levels) are trained. About 2,000 teachers need to be trained each year
to adequately staff secondary schools with trained teachers, and there is an acute
need for trained teachers in English, science and mathematics.
The present training capability of both the T.U. education campuses and
the project-based in-service programmes is far below what is required to meet the trai-
ning requirements for qualified teachers. In view of this, there is an urgent need to
achieve a closer co-ordination between the T.U. Faculty of Education and the MOEC
to mobilize and utilize available resources for the consolidation of teacher training pro-
grammes to effectively meet the demand for trained teachers.
Issues, New Initiatives and Innovations
The following are the major issues relating to teacher education and new
initiatives and innovations to improve teacher training programmes in Nepal.
Major Issues
Need for clear direction and priority. Teacher training programmes at
T.U. education campuses and in innovative projects managed by different agencies
under the MOEC have taken different directions in terms of the focus of programmes,
materials and modalities. This practice is not fully beneficial to the nation as there is
no sharing of ideas, experiences, and materials in developing more efficient and effec-
tive programmes and modalities.
Similarly, in terms of the lack of systematic and objective data, there is no
clear consensus with respect to what are the necessary competencies that should be
developed in teachers for them to perform effectively in the school. This had led to
idiosyncratic programme designs that are influenced by the subjective impressions of
the designers. There is, therefore, a need to identify a clear direction and priorities in
teacher education so that effective programmes and strategies can be adopted.
Lack of co-ordination. There is no mechanism at the national level to
co-ordinate different types of teacher trainings programmes; there is also no co-ordi-
nation between the pre-service and in-service programmes managed by different
agencies under the MOEC. It is, therefore, urgent that a national level co-ordination
mechanism be established to facilitate the evolution of sound training programmes
and the optimum utilization of available resources.
Administration and Supervision. There is a lack of separate and distinct
administrative structures for teacher training at both the MOEC and Tribhuvan
University. As a result, efforts and directions of training programmes managed by dif-
ferent agencies of the MOEC are not effectively monitored or coordinated. At the
Tribhuvan University, six campuses are under multiple campus administration, in
which the campus chief is from a discipline other than education. At these campuses,
education is treated as a humanities subject which does not require practical prepa-
ration and experience in the classroom situation. Consequently, teacher education has
become more academic and isolated from the real school situation. There is also no
mechanism to direct and co-ordinate the activities and efforts of different education
campuses. Short-term in-service training programmes are followed up by intensive
supervision, with resource persons supervising the classroom performance of tea-
chers after training. Because there is no supervision of teachers who have completed
pre-service programmes, there is no feedback to the teacher education programmes.
Relevance and quality. In general, short-duration training programmes
are considered relevant to the local situation and practical in nature. However, there
is a lack of a suitable scheme or plan to achieve the continuing education/training of
in-service teachers. The relevance and quality of pre-service teacher education pro-
grammes are quite low, the question of relevance and quality being a major issue in
teacher education programmes conducted by education campuses of the T.U.
Resources. The qualitative training of teachers is a costly enterprise.
However, the lack of adequate resources for teacher education programmes has ham-
pered the upgrading of teacher educators’ competency, the development of appro-
priate training materials, and the launching of much needed research and develop-
ment activities in teacher training. Teacher education at the university level is virtually
at a standstill at present because of a lack of resources.
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Accreditation and certification of in-service training. With the expan-
sion of shorterduration in-service training programmes, accreditation of in-service pro-
grammes is of increasing concern. To ensure the optimal impact of these training pro-
grammes, in-service teachers should be able to accumulate credits and become cer-
tified as trained teachers. Thus, there is a need to create a mechanism for the accre-
ditation and certification of different in-service programmes.
New Initiatives
Efforts to improve in-service programmes. To train a huge backlog of
untrained teachers in primary schools, the MOEC is designing a short-term training
programme. This is being done through a task force which includes representatives
from the Faculty of Education and other agencies. The S.L.C. is the minimum qualifi-
cation for a person to become a primary school teacher, and so the short-term training
can focus mainly on pedagogical aspects. This short-term training programme, which
is to be implemented on a large scale throughout the country, will focus on instructio-
nal improvement in primary schools to help curb drop-out problems and raise the
achievement levels of primary school students. It is hoped that this programme will
help indicate a direction and a viable strategy for large-scale in-service teacher trai-
ning in Nepal.
Recently, there has been meaningful interaction between PEP and SERD
personnel regarding the exchange of ideas and materials. Some of the innovative
non-formal programmes that have proven effective in the Seti project are to be imple-
mented in Primary Education Project schools.
As a result of these things, an atmosphere for achieving co-ordination bet-
ween the different in-service programmes is beginning to develop in the education
arena. In addition, considering the need to identify a clear direction in teacher training,
the creation of a national level teacher education co-ordination board is under consi-
deration.
Faculty of education. The previous institute of education has been reor-
ganized into the Faculty of Education to emphasize the academic and professional
aspects of teacher education programmes. The Faculty of Education has already ini-
tiated a review of ongoing programmes and is in the process of collecting ideas on
reorganizing and reorienting teacher education programmes to ensure that they satis-
fy the needs of the education system and the development needs of the nation. The
Faculty of Education has also begun a collaborative relationship with regard to inno-
vative projects of the MOEC. For instance, the Faculty recently organized a week-long
orientation workshop for teacher trainers of the Seti Education for Rural Development
project to refine their ten-month teacher training course. This workshop served as an
opportunity to share experiences and to work together in designing a balanced tea-
cher training programme. The Faculty of Education is co-operating with the Primary
Education Project to form regional training teams composed of three faculty members
of the education campus in the region and three specialists from the Regional
Directorate of Education. These regional training teams will conduct short-term trai-
ning for PEP school teachers.
Innovations
Nepal has experimented with a series of innovative approaches to reform
teacher education programmes. Continuity and the adoption of innovative approaches
into the regular system has remained a critical problem. For example, the field-based
Primary Teacher Educator and the Science Teacher Educator programmes of the
1960s were discontinued in 1971; and the On-the-Spot Primary Teacher Training and
the Remote Area Teacher Training programmes of 1970s were abruptly terminated.
The Women’s Teacher Training Programme to train girls in rural and remo-
te areas, with an emphasis on both teaching and rural development activities, has
continued up to the present. This programme has been supported by a network of fee-
der hostels throughout the country to provide secondary education for girls from remo-
te areas and disadvantaged groups, and send them for primary teacher training at
education campuses.
Concerted efforts are under way to consolidate and expand the Radio
Education Teacher Training programme, along with the provision of self-learning mate-
rials and support services at the district level. The recently established television net-
work has also begun a programme for teachers. The most recent innovative approa-
ch in providing training to in-service teachers is the resource centre-based training
programme. This approach has been adopted in both SERD and PEP projects, with
eight to ten schools in the neighbouring area being clustered around a Resource
Centre (RC) school. All training programmes are organized in the RC school by the
resource person and other specialists. Intensive supervision occurs after training.
Similarly, twenty-five SEDUs (Science Education Development Units) have been esta-
blished in twenty-five districts. These are staffed by SMTs (Science Master Teachers)
who provide in-service training to science and mathematics teachers of the satellite
schools. These schools are also provided with an equipment grant to assist them in
improving science and mathematics instruction.
In a country such as Nepal, which is beset with topographical barriers and
a huge backlog of untrained teachers, there is a need for a multi-pronged approach to
teacher education. In view of this, the idea of adopting multiple strategies, a
multi-media package, and modular instruction far teacher training is gaining accep-
tance.
Future Directions
Teacher education in Nepal is at the cross-roads, for it is seeking a new
direction, a new focus, and a new professional status. Experiences in teacher training
provide a rich background for identifying future directions in teacher education based
on current issues, initiatives and innovations.
Expansion and Consolidation of In-Service Training Programmes
In-service training in Nepal, instead of being a continuation after pre-ser-
vice preparation, is the initial training for most of the teachers. In view of this, it is
important to give attention to making short-term in-service training programmes effi-
cient and effective. The current approach, which includes an adequate preparation of
trainers, a practice-based programme, and an intensive follow-up period of supervi-
sion, has been quite effective. However, if this approach is to be adopted on a large
scale, concerted efforts are needed in preparing teacher educators, developing trai-
ning materials, and providing reliable support services at the school level. Planners
and teacher educators must be attentive to all of these factors.
Improvement of the Quality and Relevance of Teacher Education
Programmes
Nepal is still preoccupied with expanding access to education. Once the
issue of access is satisfactorily resolved, the public will begin to demand quality edu-
cation from schools. Teacher educators will have to give due consideration to impro-
ving the quality of school programmes through more effective teacher preparation and
professional support to schools. This will require the modification of existing curricula,
the professional development of teacher educators, and the development of instruc-
tional media. An appropriate teacher educator programme, as well as basic and
applied research studies, will also have to be intensified.
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Co-ordination
At present, co-ordination activities at the programming level are beginning
to take shape, while appropriate co-ordination mechanisms at the policy level need to
be created soon. Close co-ordination between the MOEC and the Faculty of
Education, as well as between education campuses and regional/district education
offices, will help facilitate the smooth operation of training programmes and the opti-
mum utilization of available resources.
Closer Co-operation between Schools and Training Institutions
New social and economic demands will cause changes in school curricu-
lum and enrolment patterns. As a result, those concerned with the production of tea-
chers will have to pay due attention to the needs and demands of those who employ
teachers. In response to the needs of the schools and other agencies, teacher training
institutions need to adjust the type and quality of their products, while further close
co-operation between the schools and the training institutions will help to sustain the
relevance and impact of training programmes.
Use of Technology
With the advancement of technology, it is very likely that the emerging
technologies, in terms of both software and hardware, will become an integral part of
teacher preparation. The use of new electronic technology in teacher training will faci-
litate access for a greater number of teachers; it will also contribute to the qualitative
improvement of programmes.
Professionalization of Teachers, Teacher Educators and Teacher Education
Programmes
The status and effectiveness of teacher training programmes will depend,
to a great extent, on the professional status accorded teachers and the support ser-
vices provided to assist them. Teacher training programmes will increasingly be vie-
wed as being a professional preparation programme, and teacher training will remain
a key item with regard to the debate on the education system. The role and responsi-
bilities of teachers, along with their effective preparation, will be periodically examined
in the context of a changing education system and, sooner or later, the licensing of
teachers will be resumed in Nepal.
Chapter 9
NEW ZEALAND
Background
New Zealand is a relatively small nation with a population of some 3.2 mil-
lion people. One-third of all New Zealanders are said to be active in one way or ano-
ther in the national system of education through the early childhood, primary, secon-
dary, tertiary or continuing education sectors. Issues that form part of the debate and
discussion within the wider community, therefore, become issues associated with edu-
cation.
The overriding issue on the minds of many New Zealanders during the last
twenty to thirty years has been one of coming to terms with an increasingly diverse
community. Also, New Zealanders are recognizing their place as a South Pacific
nation and becoming conscious that the indigenous people, the Maori, are expressing
their aspirations for a future that recognizes their culture, language and values along-
side those of the majority population. The current Maori perspective would see a reco-
gnition of biculturalism, leading to New Zealand being recognized as a multicultural
community, as being of vital importance. At the same time, the historical links of the
majority population with Europe, while still significant, are nonetheless weakening.
The resulting shift in the way the New Zealand community perceives itself raises a
number of issues that impinge on the education and training of teachers.
With this shifting emphasis in mind this chapter begins with a summary of
the more significant developments in teacher education in New Zealand since the
mid-1970s. There follows a description of the current provisions for teacher education
at the initial, induction, in-service and continuing levels. Issues, initiatives and innova-
tions will also be discussed. The final section explores future directions for teacher
education and training in New Zealand.
Recent Developments in Teacher Education
This section examines developments in teacher education associated with
the implementation of innovations and new initiatives from 1974 to 1986.
Recruitment and Selection for Teaching
A recognition of the increasing cultural diversity of the New Zealand com-
munity has led to special efforts to recruit into teaching a mix of candidates that better
reflects the profile of the New Zealand population. As an alternative to quotas, the
emphasis in selection has been on setting targets for Maori and Pacific Island candi-
dates. Developments in the recruitment campaigns are on the identification of appro-
priate role models, the use of cultural networks as a means of recruitment, the inclu-
sion of appropriate members of cultural communities on selection panels and the use
of cultural settings to conduct selection interviews.
To provide for specialist teachers of the Maori language, procedures have
been introduced that allow for the attestation by the Maori community of candidates
with a suitable background in Maori culture and language. The attestation is recogni-
zed by the department as a qualification providing for entry to secondary teacher trai-
ning. Candidates who are attested, however, are still required to undertake a teacher
training selection interview.
Particular emphasis is given in the annual teacher training recruitment
campaign to recruit teachers for subjects in which there is a shortage, and special
financial assistance is available to those people with qualifications for which a special
need exists.
Initial Teacher Training
By the mid-1970s, three-year primary teacher training was fully imple-
mented and the enrolments of teachers’ colleges had increased significantly. New
accommodation and facilities were being provided on each of the seven college cam-
puses. By the late 1970s, however it was clear that teachers were in oversupply and
college intakes were reduced. As a consequence, total enrolments fell by 50 per cent.
At the same time, accommodation shortages were acute in the polytechnic sector and
a number of joint sharing arrangements were initiated. The North Shore campus in
Auckland was given over to a technical institute, and teacher training activity in the
Auckland area was consolidated on the Epsom campus. The surplus teachers’ colle-
ge accommodation also provided space for the introduction of such non-teaching pro-
grammes as social work and librarianship training.
Four colleges? with their associated universities, developed B.Ed. pro-
grammes requiring four years of joint teachers’ college and university study to com-
plete the degree. Two other colleges entered separate arrangements with universities
to provide unspecified university credit for the completion of a programme of primary
teacher training.
Through the 1970s, secondary teachers could still be recruited with sub-
ject qualifications alone and, in 1981, it was agreed that from the beginning of 1987
secondary teachers must be both subject qualified and teacher trained. Two major
programmes for secondary teacher training had been established for some years and
these provided for a four-year concurrent university and teachers’ college programme
or a one-year end-on programme preceded by tertiary study.
A general shortage of secondary teachers in the early 1980s led to the
establishment of a number of secondary teacher training outposts located in areas
where there were significant numbers of suitably qualified candidates and teacher
shortages. The outposts were under the control of and closely associated with the
nearest teachers’ college. The outpost innovation had been tried in the late 1960s but
only one was established and this has continued in close association with a teachers’
college. The outposts remained until the demand for teachers declined. A number
were reestablished, however, in 1985 and 1986.
In the meantime, each of the primary teachers’ colleges, either by the
consolidation of an outpost on campus or, in some instances, through local demand,
established small secondary teacher training units.
An important feature of both outposts and the smaller secondary units
attached to primary colleges is that they rely heavily on participating schools for both
tutorial support and teaching practice.
In 1987 a total of forty attested secondary Maori language trainees were
in four separate training programmes.
Two-year kindergarten training transferred to primary teachers’ colleges in
1974 from small specialist colleges partly funded by the State but administered by kin-
dergarten authorities. On all campuses, kindergarten trainees undertake courses that
are specialistic and others that are in common with other trainees. On three cam-
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puses, programmes in child-care training have recently been established and, while of
only one year’s duration, are considered very much a part of early childhood educa-
tion and training programmes.
Early in the 1970s, it was considered appropriate that teachers’ colleges
should continue the trend to expand their role. Programmes in the education of the
handicapped were established for qualified and specialist selected teachers. These
were followed by specialist courses in teacher librarianship training, bilingual training
and, with its recent move to a teachers’ college, reading recovery tutor training. Other
specialist programmes for teachers include teaching English as a second language,
guidance and counselling training, and training for the psychological service. Other
training opportunities for teachers include university fellowships and special leave to
study. A four-year degree programme for the training of speech language therapists is
currently being developed.
As an alternative to part-time study through the university leading to a
degree, a new professional qualification structure for teachers has been introduced.
Following graduation from teachers’ college with a Diploma of Teaching, teachers may
now proceed through either correspondence courses offered by the Advanced Studies
for Teachers Unit or face-to-face courses offered through teachers’ colleges to the
advanced or higher diplomas that provide the same salary credit as that granted for
equivalent university qualifications.
The establishment of nine education centres for teachers has been a
significant innovation in recent years as a supplement to other in-service and teacher
support resources. The development of these centres began in 1975 when three were
established. A further six were provided for in 1985. Their activities range from a large
metropolitan centre in Auckland having extensive publications commitments to a smal-
ler rural establishment which, nonetheless, conducts a wide teacher support network
to outlying and often remote schools and communities. The centres have been provi-
ded with a staff of three or four and a grant for equipment and other resources.
Current Provisions for Teacher Education
Entry to Teacher Training
For entry to primary teacher training, applicants who have not attained 20
years of age prior to the commencement of the course must have been awarded a
Sixth Form Certificate in one or more subjects (four-year secondary education) or hold
University Entrance. Application for entry to the course may be made in anticipation of
being awarded a Sixth Form Certificate before admission. No formal secondary quali-
fications are required for applicants who have attained 20 years of age prior to admis-
sion. In practice, because applications exceed entry quotas, the majority of those
accepted for primary training hold qualifications beyond this minimum requirement.
University graduates or near graduates if accepted for primary teacher
training, will normally undertake a shortened course of two years instead of the nor-
mal three. For a four-year course of concurrent secondary training, applications are
accepted from persons who qualify for entry to university or who expect to gain entry
to a course at a university or technical institute leading to a recognized subject quali-
fication. Applications are also accepted from persons who are already studying
towards a recognised subject qualification.
For the one-year graduate course of secondary teacher training, applica-
tions are accepted from persons who hold recognized university qualifications or any
other acceptable qualification that will provide for entry into secondary teaching.
Applicants are accepted for entry into the smaller Division C units at tea-
chers’ colleges or outposts if they are unable to attend the course at the major training
centres of Auckland or Christchurch.
The selection of applicants for a course of early childhood, primary or
secondary teacher training is carried out by a selection committee in each of the edu-
cation districts or regions. The committee consists of a teachers’ college principal or
nominee, a district senior inspector of primary or secondary schools or deputy, a
representative of the employing authority, and one teacher nominated by the appro-
priate teachers’ organization. It is a requirement that at least one member of the selec-
tion committee is a woman, and the committees are urged to include a Maori or Pacific
Island representative when interviewing applicants of Maori or Pacific Island origin.
The following are the criteria used for selection to a course of early child-
hood and primary teacher training.
• Personal qualities (overt): An assessment is made of such factors as
s e l f-confidence, self-control, adaptability, self-assertion, sense of
humour, vitality, maturity, commitment, dress, deportment and health.
• Personal qualities (covert): An assessment is made of evidence from
the principal’s report and other sources (and supported during the
interview) of such qualities as initiative, resourcefulness, open-min-
dedness, industry, tenacity, concern for others and honesty.
• Communication skills: An assessment of this criterion depends not
only on a candidate’s level of attainment in formal examinations but
also on the school principal’s rating and, more importantly, the selec-
tion committee’s judgement about powers of expression, language
fluency, ability to communicate and quality of speech. Applicants are
assessed not only in relation to English but also in relation to Maori or
Pacific Island language, if applicants have a knowledge of one of
these languages. Mathematical skills are also taken into account by
selection committees.
• Involvement: An assessment is made of the involvement in and the
extent to which the applicant is committed to cultural (including Maori
and Pacific Island culture), sporting, social and welfare activities.
Selection committees make decisions concerning those who are regarded
as suitable or unsuitable for teaching. Those regarded as suitable are ranked in order
and an offer of a studentship is made in descending order of merit until the entry quota
is filled. This system is also used by selection committees for courses of secondary
teacher training.
The following are the selection criteria for a course of secondary teacher
training.
• Academic: The minimum requirements are University Entrance or a
Group III qualification as appropriate, and each applicant is rated on a
scale.
• Experience: An assessment is made of the background experience
both in New Zealand and overseas in respect to employment and also
urban, rural, multicultural and multi-racial societies.
• Involvement: An assessment is made of involvement in and commit-
ment to cultural, sporting, social and welfare activities.
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• Communication: An assessment is made using criteria similar to those
for primary teaching applicants.
• Personal attributes: An assessment is made of the evidence of such
qualities as confidence, sense of humour, maturity, social skills, adap-
tability, industry, manners, self-assertion, initiative, reliability, integrity,
emotional stability, general appearance and health.
A procedure for Maori marae committees and trustees to attest to a per-
son’s competence in Maori language and culture has been introduced to enable Maori
language speakers to be considered for a one-year Division C (secondary) course.
Initial Teacher Training
As part of the provisions for early childhood education and training, a
o n e-year child-care programme is offered at Auckland College of Education,
Wellington Teachers’ College and Christchurch Teachers’ College, while a two-year
kindergarten training programme is available at each of the six training centres.
Three-year primary teacher training is also available at the six centres, and trainees
graduate from the child-care, kindergarten and primary programmes with a Diploma of
Teaching. At Hamilton, Palmerston North, Christchurch and Dunedin teachers’ col-
leges, however, primary trainees who include a fourth year of university study may
graduate with a B.Ed.
Auckland College of Education and Christchurch Teachers’ College are
the major centres for secondary teacher training. Each of the other colleges has a
smaller secondary teacher training unit, and outposts are currently established at
Rotorua, Karamu (Hawkes Bay), New Plymouth and Invercargill. To meet the special
demand for Maori language speakers, a total of 40 attested candidates are training at
Whangarei, Auckland College of Education, Palmerston North, and Christchurch tea-
chers’ colleges.
Courses are drawn up by individual colleges and are based on require-
ments set out in regulations or Department of Education memoranda. For the deve-
lopment of new courses or the up-grading of existing courses, colleges are required
to establish subject development committees with a representative membership both
from within and outside the institution. Colleges also have an academic committee
responsible to the college council with a function of monitoring, evaluating and recom-
mending courses for final validation by the Director-General of Education. The consti-
tution of the committee includes membership from the university, school inspectorate
and teacher organizations.
Trainees for early childhood education Division E courses enter either the
oneyear child-care course or the two-year kindergarten course. In the child-care cour-
se, some elements are taken in common with the kindergarten course. The main ele-
ments of the course are human development, family studies, education and child-care
studies, human relationships, health education, nutrition, safety, language, art, music
and movement, mathematics, science, and multicultural studies.
A practical experience requirement is built up through practice in different
centres throughout the year and through observation visits to kindergartens, play
centres and kohanga roe (Maori language nests). The course leads to a college certi-
ficate in early childhood care and education.
The two-year course, as appropriate, integrates with primary teacher
courses and includes components which can be broadly grouped into vocational stu-
dies, selected or subject studies, and practical studies. Vocational and selected stu-
dies include early childhood education, English language and literature, multicultural
studies, science, early mathematics, music and movement, art, health and first aid.
Teaching practice includes teaching and observation in kindergartens and observation
in junior classes in primary schools, play centres and other child-care institutions. The
course leads to a college diploma in early childhood education and the Diploma of the
New Zealand Kindergarten Union.
Trainees for primary teacher training enter the Division A course. This
three-year course, reducible to two years for graduates and those with half a degree
or more, leads to a teachers’ college diploma of teaching. To complete the require-
ments for a trained teacher’s certificate, a period of up to two-years successful class-
room teaching is required following the award of the college diploma of teaching.
To match initial teacher training programmes more directly to significant
curriculum and cultural changes in primary schools, all colleges with primary trainees
are now required to give a basic allocation of hours to professional studies and edu-
cation, multicultural studies, social studies, mathematics, audio-visual media studies,
health, English, reading, science, art, music, physical education, teaching practice,
and optional studies. The aim is to make programmes more relevant in meeting the
needs of young teachers entering the teaching service.
Courses of primary teacher training are structured differently in each of
the colleges but follow a basic grouping of content into vocational studies, selected or
subject studies, and teaching practice. Content of courses is organized in various
ways, such as modules, units, credits, hours or levels, with various requisites and pre-
requisites to be met in planning the course for individual students. The teaching prac-
tice component is met through observation and teaching practice in normal schools
and other primary schools. Those trainees approved for a two-year course are credi-
ted with certain components of the full three-year course.
Concurrent university study is encouraged, with each college and local
university determining in consultation the extent to which there will be cross-crediting
of completed course requirements to the college diploma or university Bachelor
degree.
Hamilton, Palmerston North, Christchurch, and Dunedin teachers’ col-
leges are closely linked to the local university, and teacher trainees are able to enrol
in the Bachelor of Education degree course offered by the local university. While
courses pertaining to the degree are the responsibility of the university faculty of edu-
cation, both the university and college teaching departments prepare students for the
B.Ed. degree. Because the degree is a four-year course, students must complete a
fourth year of university study which can be done either before taking up full-time tea-
ching duties or in subsequent years after taking up a teaching position.
There are two main training programmes for secondary teaching.
Pre-graduate course- (known as Division B).Applications are accepted
from persons who qualify for entry to a university or who expect to gain entry to a cour-
se at a university or technical institute leading to a recognised subject qualification.
Applications are also accepted from persons who are already studying towards a reco-
gnised subject qualification In the event applicants have applied to a university for pro-
visional entrance, their acceptance for teacher training is conditional on their gaining
entry to the appropriate university course. Applicants seeking admission to a technical
institute will similarly be required to gain entry to the course concerned.
Persons qualify for entry to-a university if they hold University Entrance or
if they have been granted addendum admission at entrance level by the Universities
Entrance Board on the basis of their overseas secondary school qualifications.
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Persons who have completed stages 1 to 3 of a New Zealand certificate
in engineering, building or drafting may apply for a shortened three-year course.
Application for entry to the course may be made in anticipation of gaining the appro-
priate entry qualification before admission.
The length of the course is normally the minimum period required to obtain
the approved subject qualification and complete the professional training. This is four
years for a course involving study towards a qualification such as a diploma in fine arts
or home science and for B.A., B.Sc., and equivalent degrees; five years for Bachelor’s
degrees with honours, B.H.Sc., B.Ag.Sc. and equivalent degrees and the diploma in
industrial design. Those who enter with some credit towards a degree or other qualifi-
cation will do so at a level dependent on progress before entry, and they will comple-
te a course of two, three or four years accordingly.
Graduate course (known as Division C). This course provides a
one-year full-time course of professional teacher training for university graduates and
persons with other acceptable qualifications to prepare and qualify them for entry to
secondary teaching. The course is available at Auckland College of Education and
Christchurch Teachers’ College. In addition, there are small Division C training units at
Whangarei, Hamilton, Rotorua, Palmerston North, Lower Hutt, Dunedin and
Invercargill. A limited number of graduates who, for reasons acceptable to the
Director-General of Education, are unable to attend the course at Auckland or
Christchurch, may be admitted to these units.
The department must be satisfied, however, that teaching positions are
likely to be available in the district for those applicants who, upon completion of their
training, will not be available to seek a position elsewhere. In addition, entry depends
on a quota having been set at a Division C unit for the subject concerned. Securing a
teaching position upon completion of training is the responsibility of the individual tea-
cher.
Qualifications required for application. An applicant must hold a uni-
versity degree or an acceptable equivalent qualification. Examples of qualifications
accepted as equivalent for this purpose are:
- attestation of competence in Maori language and culture;
- associate chartered accountant;
- diploma in physical education (Otago);
- diploma in home science (Otago);
- FTCL (music);
- diploma in music (Wellington Polytechnic, Auckland, Canterbury
universities);
- diploma in pharmacy (Central Institute of Technology);
- diploma in fine arts (Otago Polytechnic, Canterbury University);
- diploma or certificate in visual communication design: three-year
(Wellington Polytechnic);
- diploma in industrial design: four-year (Wellington Polytechnic);
- diploma in textile design: three-year (Wellington Polytechnic);
- diploma in graphic design (Auckland Technical Institute);
- advanced trade certificate in an approved trade and completion of at
least 6,000 hours or three years of post-apprenticeship trade service;
- craftsman registration in plumbing, gasfitting, or plumbing and gas fit-
ting, and completion of at least 6,000 hours or three years of
post-apprenticeship trade service; and
- New Zealand certificate in engineering/building/architectural
drafting/survey, drafting (New Zealand certificate in commerce).
The availability of training for an applicant with any one of these qualifica-
tions or with a university degree depends on a quota having been set for the appro-
priate subject.
Primary Teachers. In November 1984, a new basic scale appointments
scheme was implemented for the appointment of beginning teachers to positions in
the New Zealand primary school teaching service. The new scheme incorporated revi-
sed procedures for beginning teacher induction and final certification. As a result of the
scheme a ‘new category of position and a new category of teacher’ were introduced.
These are:
- beginning teacher: a beginning teacher is a graduate of a New
Zealand state teachers’ college who is completing the required period
of practical experience before certification, and
- certification position: these are positions in which beginning teachers
are placed at the commencement of the school year immediately fol-
lowing graduation. A certifying position is available for a period of two
years.
In summary, the criteria that a beginning teacher must meet to qualify for
certification are:
- personal professional qualities (appreciates the role of the teacher;
does not bring discredit to the school or profession);
- relationships with pupils (establishes good relationships; wins their
respect);
- planning, preparation and records (is able to prepare resources;
makes the classroom look attractive);
- curriculum (gives adequate attention to primary syllabi);
- teaching techniques and classroom management (uses appropriate
teaching methods and resources; is able to evaluate pupils’ progress);
and
- contribution towards work of the school as a whole (is willing to take
an active part in school affairs).
Specific procedures have been established to ensure that beginning tea-
chers receive appropriate guidance and support. In summary, these are:
- a staffing allowance of 0.2 is provided for the first year of a certifica-
ting appointment;
- the programme of advice and guidance must be fully documented;
- a minimum of two visits per year by the liaison inspector must be car-
ried out;
- no later than the end of the first year, a decision must be made as to
whether special programmes should be implemented to assist the tea-
cher concerned;
-
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- no later than the fifth month of the second year, teachers who are unli-
kely to be certificated must be advised in writing, specifying the crite-
ria not met, the reasons associated with this, and then informed of the
right of review; and
- the final decision on certification will be made in the ninth month of the
second year.
The continuing training of beginning teachers is a responsibility of the
inspectorate, the teachers’ colleges and the school. The district senior inspector of pri-
mary schools in each education board district has the responsibility for ensuring that
appropriate induction programmes are provided within each school and through the
support services available in each board district.
Procedures vary from board to board and may include courses conducted
by inspectors or advisers, in-service courses in teachers’ colleges, ‘buddy’ systems
within the school, and advice to principals on the use of the 0.2 staffing allowance pro-
vided to schools for teachers in the first year of appointment.
While each inspector has responsibility for an overview of beginning tea-
cher programmes for the school which she/he visits, it is also usual for one member
of the inspectorate team to have a special delegation to review and evaluate proce-
dures and practices throughout the board district.
Secondary  teachers. The appointment of each beginning teacher is
considered to be a provisional permanent appointment which is confirmed only after
the teacher has undergone a programme of advice and guidance within the school,
monitored by officers of the Department of Education, and after the teacher has met
certain criteria set out in the official scheme of advice and guidance.
Each beginning teacher appointed to a secondary school is counted for
staffing entitlement purposes as a 0.8 full-time teacher equivalent. The administrators
of secondary schools are therefore required to ensure that each beginning teacher in
the first year of employment carries a teaching load equivalent to 80 per cent of the
workload or a permanently appointed teacher.
For the first year of appointment, the remaining 20 per cent of the begin-
ning teacher’s working week is reserved for programme preparation, observation of
practicing teachers, discussions with senior teachers, and any other necessary activi-
ties relating to professional development.
In the second and subsequent years, teachers carry a full teaching load
but are subject to the official scheme of advice or guidance until they meet the neces-
sary criteria or until their positions are terminated—if it is agreed after four years and
after consultation among the employing authority, the teachers’ organization and the
department that the criteria have still not been met. Almost all beginning teachers meet
the criteria at the end of the second year of teaching.
O fficial scheme. Pursuant to Regulation 66 of the Education
(Assessment, Classification and Appointment) Regulations of 1976, the
Director-General of Education announced the following scheme for the advice and
guidance of List A secondary teachers, which was amended from 1983 onwards follo-
wing an agreement between the Department of Education and the Post-Primary
Teachers Association.
a) It is the responsibility of the district senior inspector of secondary
schools to see that every List A teacher is given advice and guidance
as required by the
Education (Assessment, Classification and Appointment) Regulations
of 1976. The district senior inspector will ensure that adequate pro-
grammes of advice and guidance for List A teachers have been in ope-
ration for the years prior to the assessment of the List A teachers for
classification in List B. in terms of the six criteria of the First Schedule
to the Regulations:
1) Personal professional qualities: the teacher must possess: an
appreciation of the role of the teacher in promoting the personal
and educational welfare of his or her pupils, and an acceptance of
the responsibility this entails; a willingness to act in a manner that
will not bring discredit to the school or his or her professions; and
a temperament suitable for teaching.
2) Relationships with pupils: regard shall be given to the ability of the
teacher to establish good relations with pupils, to win their respect,
to understand their individual needs, and to encourage learning.
3) Planning and preparation: the teacher must show the ability to
make each lesson contribute effectively to a planned programme
of work.
4) Subject competence: the teacher must show up-to-date subject
knowledge and have the ability to impart the content effectively.
5) Teaching techniques and class management: regard shall be given
to the ability of the teacher to make the approach suitable to the
level of the pupils in the class in question, and provide and main-
tain a purposeful working atmosphere and stimulate pupil interest
and active participation.
6) Contribution towards work of the school as a whole: the teacher
must show a willingness to take an active part in school affairs in
and beyond the classroom, and an ability to establish good working
relations with other members of the staff.
Advice and guidance will be provided on a discretionary basis for a
relieving teacher who is qualified and eligible for classification in List
A. It will usually be provided if the teacher has been appointed to a
full-time relieving position, as a result of an advertisement in the
Education Gazette, for more than one term, but will be considered in
other cases where suitable employment continues in full-time posi-
tions. It will not be provided for a teacher visiting New Zealand from
overseas and teaching temporarily within the terms of a work permit,
which does not enable the teacher to take up permanent employment
in New Zealand.
b) The principal of each school is to designate a coordinating senior tea-
cher who will be responsible for ensuring that advice and guidance are
given to the List A teachers. The coordinating senior teacher should
hold at least a senior position of responsibility or be the deputy princi-
pal or senior Master/Mistress of the school. The coordinating tea-
cher’s responsibility shall include:
- naming a supervisory teacher for each List A teacher (the named
supervisory teacher shall be responsible for the guidance and
assessment of each List A teacher);
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- ensuring the provision by the relevant heads of departments of
adequate schemes of work and securing their assistance in the
interpretation of these schemes and in the preparation of class pro-
grammes by the List A teacher that are in accordance with the
schemes;
- securing adequate professional advice from subject advisers and
inspectors, in the case of List A teachers for whom there is no head
of department within the school qualified in the specific curriculum
area; and
- assisting the List A teacher to gain a thorough understanding of the
school’s organization: its administrative and records procedures,
option or course structure, evaluation and reporting procedures,
guidance network and availability of learning resources, and ancil-
lary assistance.
c) A formal pattern of guidance visits at frequent intervals by the named
supervisory teacher must be established for each List A teacher.
These visits shall be supplemented by opportunities for observation
visits by the List A teacher and frequent opportunities for more infor-
mal professional contact within the overall advice and guidance pro-
cedures established by the school.
d) The List A teacher is entitled to continuing advice and guidance in
terms of the criteria for classification. The List A teacher should recei-
ve a minimum of two full-period observation visits by the named
supervisory teacher each term. At the conclusion of such observed
lessons, the teacher is to receive a full and constructive written report
outlining strengths and weaknesses observed. The List A teacher
should also receive at least one formal visit each year by the principal
and by an inspector.
e) Each school shall keep a systematic record of its advice and guidan-
ce to the List A teacher. Such records shall be made available to the
List A teacher when appointed to a position in another school to assist
in maintaining a continuing programme of advice and guidance in the
new position. The records must be destroyed when the teacher is
classified in List B.
f) The programme of advice and guidance should include familiarizing
the teacher with the regulatory provisions governing the classification
scheme. Administrative instructions are set out in the Administration
Manual, Part C, Teachers, Chapter 8. Copies of the regulations and
the manual are available in all secondary schools, regional offices and
district education boards.
Technical institute and community college tutors. Induction courses
are being developed following the establishment of staff development tutor positions.
In-Service Education and Training
Provisions for in-service education and training of teachers include edu-
cation centres, advanced studies for teachers, and national, regional and local in-ser-
vice activities.
Nine teacher resource centres form the basis of a proposed national net-
work of teacher resource centres. Five centres are located in the North Island at
Auckland, Hamilton, Whakatane, New Plymouth and Masterton, and four in the South
Island at Nelson, Christchurch, Alexandra and Invercargill.
The main purposes of the centres are to:
- provide a professional and social meeting place for teachers from all
sectors of the education service;
- provide services for teachers that will assist them in their professional
role;
- facilitate the sharing of ideas, expertise and resources within the edu-
cation community; and
- help meet locally perceived educational needs.
The functions of each are as varied as the teachers and the teaching com-
munities that they serve. The main categories of functions are:
- professional development of teachers, as a venue and support for
meetings of various groups and as a host or organizer of in-service
activities of all types;
- providing teaching resources, as a library of resources for loan to tea-
chers;
- providing equipment? advice and guidance on the purchase, repair
and use of educational equipment;
- producing resources, information about resources available to help
teachers, and producing resources to meet local needs;
- support research activity, especially school-based and
classroom-based research by teachers, and provide a range of
up-to-date research articles on subjects of interest to teachers;
- provide effective liaison and communication within all branches of the
education service;
- provide a venue for initiating social and recreational activities as a ser-
vice to teachers; and
- provide support to community education groups.
Management of each centre is the responsibility of a representative local
committee responsible to the Director-General of Education through the Regional
Superintendent of Education. They are under the control of existing statutory authori-
ties such as Teachers’ College Councils, Education Boards or Secondary School
Boards. Representation of the management committee includes the various teacher
organizations, the controlling authority, and the Regional Superintendent of
Education’s representative. Other education groups also are usually represented on
the committee.
The role of the management committee is to establish the aims of the
centre and determine the policy that results. It is responsible to the controlling autho-
rity for appropriate accounting procedures and for authorizing expenditure of its funds.
Each centre functions independently and makes its own decisions on a wide range of
matters.
Each centre has three full-time staff positions: a director (seconded from
the teaching service), a clerical assistant/receptionist/administrative clerk, and a tech-
nician/resource librarian. Each director is responsible to the management committee
for implementing the policies which will achieve the centre’s aims.
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National, regional and local in-service activities are mainly provided
through an allocation of teacher relief days which enables teachers to be released to
attend courses during school time. Approximately 1.5 teacher relief days are available
to a teacher on an annual basis.
A national advisory committee on in-service training advises the
Director-General on the allocation of in-service resources. On the basis of this advice,
decisions are made regarding the allocation of teacher relief days for the national
in-service programme and regional/local in-service programmes.
National in-service courses operate 50 weeks of the year at the Lopdell
Centre in Auckland. They are residential and of five days duration. Courses and confe-
rences held there are of national importance, such as syllabus development and natio-
nal policy development. Course membership is determined by nomination and/or invi-
tation.
Within the limits of the relief days allocated for that purpose, local in-ser-
vice committees representative of teachers and departmental officers determine the
local in-service programmes, bearing in mind the need to provide for new develop-
ments at the national level and the actual and perceived needs of teachers served by
the local committee. These courses are mainly non-residential and usually last one to
three days.
In addition to this source of in-service training, each teacher in the prima-
ry and secondary service receives the benefit of a ‘teacher-only day’ when teachers
are required to attend a programme arranged for them, while students are not requi-
red to attend school. The organization of this programme is on a local basis and is
often used for school-based development activities
Advanced Studies for Teachers
Teachers may enrol through the Advanced Studies for Teachers Unit at
Palmerston North Teachers’ College, or through their local teachers’ college, to under-
take courses leading to either the advanced or higher diploma of teaching. Both qua-
lifications lead to salary improvements and a further salary incentive is provided
through the attainment of a service increment which requires the achievement of a set
number of diploma papers.
The Diploma of Teaching is awarded by each teachers’ college to their
pre-service graduates in Divisions A, B. C and E. This is a ‘group one’ qualification for
salary purposes.
The Higher Diploma of Teaching, a ‘group two’ qualification, is awarded to
those who have gained a Diploma of Teaching and subsequently passed seven
Diploma of Teaching papers, four of which must be B level.
The Advanced Diploma of Teaching, a ‘group three’ qualification, is awar-
ded to those who have gained a Higher Diploma of Teaching and subsequently pas-
sed a further seven Diploma of Teaching papers, four of which must be at C level.
The advanced and higher diplomas are administered through the national
curriculum committee which advises the Director-General on all matters related to the
qualifications The membership constitution of the committee includes representation
from the teacher organizations, the teachers’ colleges, the Advanced Studies for
Teachers Unit, and the department. It is the committee’s responsibility to provide a
schedule of courses and maintain the standards of these important professional qua-
lifications. The committee has also developed a policy for a limited number of suitable
university papers to be recognized for credit towards these qualifications.
In 1987, papers were available on the following subjects: Mathematics
Education (2 papers at level B), Reading (2 papers at level B and 2 papers at level C),
Language, Literature and Drama (7 papers at level B and 3 papers at level C), Social
Studies (1 paper at level B and 1 paper at level C), Science Education (3 papers at
level B), Special Education (6 papers at level B), Music Education (4 papers at level
B), Physical Education (2 papers at level B), Maori Language (2 papers at level B),
Maori and Pacific Island Education (2 papers at level C), Evaluation (2 papers at level
B and 1 paper at level C), Home Economics (2 papers at level B and 4 papers level
C), Art Education (3 papers at level B and 1 paper at level C), Professional Education
(8 papers at level B and 3 papers at level C), Adult Education (3 papers at level B),
Library Studies (2 papers at level B), Educational Administration (1 paper at level B
and 3 papers at level C), Education Outside the Classroom (2 papers at level B),
Health Education (1 paper at level B and 1 paper at level C), and Audio Visual
Education (2 papers at level B).
The Advanced Studies for Teachers Unit also offers courses in early child-
hood care and education, as well as courses leading to the certificate of social edu-
cation and training of the handicapped.
Issues, New Initiatives and Innovations
This section will analyse selected issues in teacher education and outline
current and/or proposed new initiatives and innovations relevant to the improvement
of teacher education.
Issues
There are a number of current educational issues under discussion by the
New Zealand community. In general terms, these issues fall into three related grou-
pings. The first concerns providing access for all New Zealanders to educational
opportunities; the second concerns providing equity in the dispensation of educational
resources among all sectors of the community; and the third concerns the responsi-
veness of the education system to the community’s changing expectations. The follo-
wing represent the most important issues that affect the education and training of tea-
chers.
• Around eight per cent of all New Zealanders would describe them-
selves as Maori. An earlier assumption that the Maori population
would assimilate into a predominantly European cultural tradition has
proven false. Diminution of Maori values that resulted from the practi-
ce of assimilation has led also to educational disadvantage. Maoris,
therefore, are a disproportionate group of underachievers within the
educational system, and the Maori community looks to redress the
resulting imbalance in the numbers successfully completing schoo-
ling.
• The Maori were also New Zealand’s first migrant settlers, next were
Europeans and, in recent times, new settlers have been attracted from
Southeast Asia and, more particularly, from the Pacific nations. For
many New Zealand settlers, therefore, English as a second language
is the key to entering both education and the work force, and the need
to improve opportunities for learning English is recognised.
• It is only recently that recognition has been given to the physically and
mentally handicapped participating fully in the life of the community.
The assumption that the handicapped might be better served in spe-
cialist facilities outside the mainstream of community life is being
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seriously questioned and, indeed, within the education system, rejec-
ted. The mainstreaming of handicapped students into the mainstream
of education is currently being implemented.
• The traditional roles of men and women in the New Zealand commu-
nity are changing. There is a growing demand for access to educatio-
nal and occupational opportunities formerly not taken up by girls and
women. The opportunity for women to chose to fully participate in the
work force has also increased the demand for quality child-care and,
as a consequence, for the training of child-care workers.
• New Zealand, in common with many developed countries, no longer
has full employment. Employment opportunities are made more diffi-
cult for those who have left the formal education system unprepared
for the skill demands of the work force or further training. Vocational
skills training also requires tutors who are sensitive to the needs of
those who may have already failed the school system.
• Problems of linking school and work have been compounded by
assessment procedures at the upper secondary level which have
required a large proportion of school leavers to be content with failu-
re. The elimination of failure, while promoting excellence, remains a
major issue in New Zealand education.
• Another consideration that highlights the focus on equity issues is a
prevailing view that the so-called ‘middle class’ in New Zealand
appears to have captured the resources available far post-secondary
education. Universities, some would argue, have also gained a dis-
proportionate share of total educational expenditure.
• In regard to discussion on the responsiveness of schools to commu-
nity needs, it could be noted that it is many years since there was a
comprehensive review of the curriculum for the New Zealand school
system. The community, nonetheless, has recently demonstrated its
willingness to participate in the design of a new curriculum template
through a major curriculum review and a review of curriculum and
assessment in the upper secondary school.
• New Zealanders are adapting to a major structural readjustment
within their economy. The readjustment is accompanied by important
social consequences and an increasing participation by community
groups in matters affecting their quality of life. Community involvement
in educational decision making through the non-formal networks has
yet to be fully accepted by those in education.
• There is also an increasing demand for greater devolution in the
control of resources, particularly those associated with health, educa-
tion and welfare.
• New Zealand is a developed country whose wealth has largely depen-
ded on the assimilation of new technology, particularly in agriculture.
New technologies have created new demands for educational plan-
ners to provide appropriate training opportunities, particularly at tech-
nical levels and in postsecondary education.
• For many years New Zealand had an impressive record in health care
There are now good reasons why the education system has been
encouraged to promote a healthier life style within the community.
• New Zealand has unique environmental resources. It lacks major pro-
blems associated with population or industrial pressures. Its rivers,
seas, lakes and mountains provide important recreational opportuni-
ties through a network of national parks and protected regions. New
Zealanders are encouraged to respect their natural treasures, unders-
tand the need for conservation, and enjoy and be safe in the outdoors.
• New Zealanders also feel that they are making a contribution to inter-
national peace. There is a growing expectation that this contribution
should be sustained through the education system. A commitment to
resolve conflict by peaceful means is also supported by a move to
replace corporal punishment in schools with alternatives such as
those that promote and improve teacher effectiveness.
New Initiatives and Innovations
Associated with these current issues, new initiatives are being considered
in teacher education. The more significant ones include the following.
Recruitment and selection. Improvement is being sought in procedures
for the recruitment and selection of teachers This applies particularly in shortage sub-
ject areas in the secondary school and for those who are suitable candidates to sup-
port various programmes which encourage the development of Maori language, cul-
ture and values. Encouragement is also being given to those suitable for teaching from
other ethnic groups. For example, greater flexibility is being considered for the current
retraining programme for teachers trained in the Pacific Islands and whose qualifica-
tions may not match those of New Zealand teachers. Innovative techniques are also
being developed in the selection of child-care workers where structured experiences
with children in child-care settings are followed by group interviews and interpretive
reports from expert observers.
Initial teacher training. Emphasis is being given to the further develop-
ment of a coherent programme of quality teacher education and training at the pre-ser-
vice, induction, in-service and advanced studies levels for teachers working in early
childhood, primary, secondary, tertiary and continuing education. For example, tea-
cher educators are considering the core requirements of a pre-service programme and
what special skills and competence are essential prior to entry into the teaching ser-
vice.
The promotion of teacher education and training programmes to further
enhance the development of Maori language, culture and values, and raise the level
of Maori participation in the education system is also being considered. Apart from the
specialist programme in Maori language training, and the bilingual retraining pro-
gramme, at least one teachers’ college is considering the development of the bilingual
stream within its core teacher training programme for primary trainees. Maori langua-
ge assistants have also been appointed to a number of primary schools where a signi-
ficant number of new entrants have had early childhood experiences in Maori langua-
ge. While these assistants are appointed as untrained teachers, it is proposed that
training opportunities be available for them, given their experience in schools.
A 100-hour course on multicultural studies is a mandatory requirement for
trainees in primary teacher training, and a 50-hour course is required for secondary
trainees. Special facilities for multicultural studies have been provided at teachers’ col-
leges and, on some college campuses, maraes have been established to infuse
aspects of Maori language and culture into the daily life of the college. Maori candi-
dates for secondary teacher training, who have a background of language and cultu-
ral experience as attested by leaders of their communities, are regarded as subject
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qualified for the purposes of entering a teacher training programme.
On entry to the service, teachers are required to be more aware of the
needs of the handicapped as they are ‘mainstreamed’ into the school system.
Teachers’ colleges are being encouraged, therefore, to develop within their pro-
grammes a greater emphasis on understanding the individual needs of students. At
the same time, teacher trainees are being encouraged to understand more of the
opportunities open to girls and women within a broader non-sexist teacher education
programme.
A wide range of training opportunities on aspects of culture are provided
at the in-service level. Distance education for teachers (Advance Studies for Teachers
Unit) offers a course in Maori language. Courses are held for principals, senior tea-
chers and administrators to offer experiences in language and culture. Selected tea-
chers are released for intensive courses in Maori language at polytechnics. There are
Maori and Pacific Island education advisers based in each education district who, with
the support of itinerant teachers of Maori, provide assistance to classroom teachers.
Courses in women’s studies are included in programmes at teachers’ col-
leges. In addition, colleges offer programmes to support the role of women as leaders
and senior staff personnel. Each campus has fostered the active involvement of
women in decision making. The impact of changes on the traditional structure of fami-
ly and community is highlighted by the recent transfer of child-care responsibilities
from the Department of Social Welfare to the Department of Education and the esta-
blishment of child-care training programmes in three of the six teachers’ colleges.
With the transfer of responsibility of child-care policies to education there
is a commitment to the improvement of the status of early childhood education and
training by strengthening the current one- and two-year programmes and developing
an integrated three-year programme.
In light of a recent review of the curriculum, teachers will be encouraged
to seek full participation of the local community in educational decisions and especially
decisions affecting the school curriculum. This initiative has already been tested and
the development of a national programme of teacher education and health, with com-
munity participation and support, has as its objective new attitudes to healthy living.
Linked to this initiative is the promotion of teacher education and training programmes
which encourage teachers and students to enjoy education and the outdoors safely.
Specialist  teaching in primary schools. Intermediate schools cater to
most F1 and F2 students living in urban areas and provide increased opportunities for
this group to benefit from a wider range of activities and experiences than is possible
in regular eight-year primary schools. These schools offer specialist programmes in
art, home economics, and workshop craft and semi-specialist teaching in science,
physical education and music. Teachers of home economics and workshop craft are
secondary trained teachers with secondary teacher salary rates and conditions of
employment. Because of these factors and the specialized nature of their training,
intermediate schools are unable to make use old these teachers in a wider range of
teaching activities.
Future teachers of these two subjects—who will be working in the prima-
ry system in intermediate schools and manual training centres—will be trained through
primary teacher training courses and come under primary teacher salaries and condi-
tions of employment. Work is proceeding on developing the course of training to
enable these trainees to teach all the usual subjects of the primary curriculum and also
have specialized training in workshop crafts or home economics. This will entail leng-
thening the college course from three to four years. It is also proposed to extend this
type of training programme at some future date to develop specialized skills in music,
physical education and science so that more semi-specialized teaching can be provi-
ded at the F1 and I;2 levels. Transition provisions include an intake of trained teachers
for one specialized training programme each year over a four-year period until trai-
nees entering the four-year course graduate into the school system.
Induction, in-service and advanced studies programme. Initiatives
involved in the transition from school to working life include a development of teacher
training programmes or teachers working in this transition phase, the promotion of tea-
cher education programmes in the role of trade unionism and the ways in which trade
unions contribute to economic life, and the establishment of training courses for
secondary teachers in assessment procedures that identify student strengths and
reduce the formation of attitudes related to failure. Further specialist retraining pro-
grammes are also being considered. There is an urgent need for the retraining of tea-
chers who are subject qualified in mathematics but whose training and teaching expe-
rience has been in other subjects.
In light of a policy commitment to abandon corporal punishment as a
method of classroom control, teacher effectiveness programmes are being developed
to encourage the peaceful resolution of classroom conflict.
A revised syllabus for health education is currently being implemented.
This is the culmination of some twelve years of public debate about the nature and
emphasis of health education programmes. The syllabus moves away from
approaches based on body systems and specific health problems that were elements
of former teaching programmes and takes a positive approach by emphasising atti-
tudes and practices that contribute to a healthy life style, such as understanding food
needs and exploring different ways of meeting them and learning how personal hygie-
ne relates to health and self-image. It includes for the first time at the upper primary
school level an element of sex education: understanding the changes associated with
puberty. Teacher training programmes at all levels are being developed as part of the
implementation of the new syllabus.
Extensive use of computers in the community has resulted in a need for
developing an understanding of computers as tools and the skills associated with their
use. The education system is responding to this need and teacher education pro-
grammes at the pre-service, in-service, and advanced studies level provide courses
with which computers are associated. This more recent trend is a move away from
‘computer awareness’ and towards the use of computers as tools in the classroom. At
the teachers’ college level, course lecturers are encouraged to use computers in all
courses. Specialist staff and equipment have been provided on all campuses.
Future Directions
The New Zealand Government is currently considering recommendations
to extend the pre-service education and training of kindergarten teachers from two to
three years. A further report on the education and training of child-care workers recom-
mends an integrated three-year programme for both kindergarten and child-care trai-
nees. Curriculum and assessment reviews will have a number of education and trai-
ning implications for secondary teachers. It was proposed, therefore, that a conferen-
ce be called in 1987, with participants from a wide range of interests, to discuss edu-
cation and training issues, including a current pilot programme in which training can-
didates enter the programme mid-year.
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A conference has been called to consider all matters related to the selec-
tion and recruitment of teachers. The conference will consider improvements to the
current recruitment campaign and selection procedures.
A discussion paper on financial support for students in further education
and training is seeking responses from the community prior to decisions being made
on further improvement. A number of reports and reviews have been commissioned in
the past few years. Recently released findings of some of these, detailed in the follo-
wing paragraphs, have considerable implications for teacher education, as policies will
be considerably influenced by them.
Curriculum review. Considerable public discussion on learning in
schools preceded publication of the draft report. This is now open to further public dis-
cussion with the final report to be prepared soon.
Central to the issue of Maori and Pakeha and the curriculum is the view
that the education system has an important role to play in providing Maori people with
equal status and rights in New Zealand society. To that end, the report advocated a
number of ways in which education can contribute.
It proposes that Maori language, while not compulsory in schools, should
be available to every child who wishes to learn it. All teachers would need to learn at
least the basic skills of Maori language; language programmes operating at the pres-
chool level would need further extension into the school system; more bilingual
classes and schools would have to be established; Taha Maori programmes would
have to be extended and this dimension permeated to a greater extent throughout
school curricula and practices.
Another important issue relates to designing the national curriculum and
planning each school’s curriculum. It is proposed that each school develop its own cur-
riculum consistent with the national curriculum, and involve students, teachers, admi-
nistrators, parents and the community, through a curriculum planning group, develo-
ping the school’s curriculum and programmes. It proposes that the national curriculum
should be based on l4 principles and provide a broad and general education from the
level of new entrants (5 year olds) to Form 5.
The report also examines implications for teacher selection and develop-
ment in relation to learning, teaching and evaluating the curriculum. It advocates
recruitment and selection of more teacher trainees from the range of cultural groups
in New Zealand society. In pre-service training, it advocates greater emphasis on:
- knowledge of all aspects of the curriculum and how to teach them;
- human relationship skills, including careful listening;
- effective communication, accepting criticism and resolving conflict,
working with individual learners, managing groups and working with
adults;
- developing skills in teaching students for whom English is a second
language;
- communicating effectively and developing a rapport with people of dif-
ferent cultures;
- fluency in Maori;
- fluency in a Pacific Island language;
- specialised training for teachers recruited for their expertise in Maori
or Pacific Island cultures;
- specialised training in identifying and catering to students with special
needs, including the physically and intellectually handicapped;
- understanding and using a number of ways of evaluating learning;
- how to keep teaching skills and knowledge up to date;
- the skills needed for learning about a school’s community; and
- increasing understanding between the various education sectors.
In its comments on teacher development, the committee sees the need
for: more in-service training through teacher release courses, especially for assess-
ment processes and evaluation; more guidance and supervision from senior teachers;
leave for teachers to undertake further study or other work experience; and specific
management training for teachers seeking promotion.
Other proposals are directed towards achieving equality for girls and boys
by eliminating sexism and improving information sharing and consultation between the
school and its community on all aspects of the school’s functions.
Draft review of special education. Since the mid- l970s, there has been
a growing realization that a separate special education service operating parallel to
the mainstream of educational provision is not as effective or efficient as first thought.
There has been increasing pressure to have special education provisions universally
available over a longer period, much more integrated into mainstream programmes,
and based on an assessment of needs rather than on categories of handicap.
A recently released draft review of special education, on which comment
is sought from a wide community, develops those and other themes. The three major
changes envisaged by the review are:
- the move towards normalization for students with special teaching
needs through mainstreaming;
- the allocation of resources on the basis of individually assessed needs
rather than category of handicap; and
- the involvement of all concerned, so that special education will beco-
me a co-operative enterprise of parents, the community, students and
special educators.
While all three of these major changes have great implications for teacher
education, mainstreaming will probably affect teachers most. The aim of mainstrea-
ming is to provide all education services for persons with learning difficulties with their
age peers, in the regular teaching settings provided in their community. It is conside-
red that any separation should be no greater than is justified by actual teaching needs
at a particular time and that it should not place them at isolated sites. Mainstreaming
is regarded as the educational component of normalization, which envisages that all
handicapped persons should live as independent an existence as possible in the ordi-
nary community.
There are already considerable changes occurring within the system with
many more special education facilities sharing the same site as the regular school.
This offers at least some social contact. So increasingly do opportunities for some stu-
dents with handicaps to receive all or some part of their education in regular classes;
it is this aspect of mainstreaming which requires considerable teacher education.
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At the pre-service training level, the review proposes that all teachers and
tutors should be prepared in the following areas:
- knowledge about mainstreaming;
- ability to use an educational model for students with special needs;
- knowledge of human development; and
- knowledge of applied behaviour analysis.
It sees in-service training filling such gaps in pre-service training as:
- developing competence in the practice of directing teaching towards
individual differences;
- fostering effective interpersonal and co-worker skills;
- fostering skill in class and school management and organisation to
deal with a wide range of individual differences; and
- increasing skills in coordinating the approaches used to meet local
needs.
Clearly the review will provide considerable impetus to changes already
occurring in respect to mainstreaming. It will also initiate reconsideration of the content
that specialist education courses presently provide, the role of specialist teachers, and
the location of the special courses. Co-ordination of resources and the ways in which
support is provided to assist teachers in the regular classroom to make effective
contributions to appropriate needs-based programmes for students with special needs
are central to the issue of mainstreaming.
Learning and achieving: An inquiry into curriculum assessment and
qualifications in Forms 5 to 7. Two reports have been produced by the committee
set up to carry out a ministerial review of curriculum and assessment requirements of
the upper secondary school. A recommendation of the first report that the University
Entrance examination be abolished and replaced by a revised internally-assessed
Sixth Form Certificate qualification has been adopted. In addition, it has been agreed
that a Board of Studies should be established to oversee matters affecting the curri-
culum and assessment at this level of the system.
Whereas the first report dealt more specifically with issues arising from the
removal of the University Entrance Examination from the Sixth Form, the second
report’s proposals arise from a more detailed examination of a wider spectrum of
issues relating to curriculum, assessment and qualifications.
The report proposes a broad general education up to the end of Form 5.
It endorses the principle proposed by the Curricullum Review as the basis for the
national curriculum for all schools and proposes that the curriculum at Form 5 com-
prise studies from eight broad compulsory areas of learning, together with a range of
associated skills. It supports the concept of national guidelines for the curriculum and
the notion that schools and their communities have a measure of flexibility to provide
courses suited to the needs of individual students. To match the increasing diversity of
student needs at Forms 6 and 7, a wider choice of courses and opportunities for lear-
ning are proposed, together with courses to help prepare students for the transition
from school to adult life. The committee endorses the view that transition education
should be an integral part of students’ general education and dealt with within tradi-
tional subject content, rather than as a special addition to the curriculum.
On issues relating to assessment, the committee proposes achieve-
ment-based assessment where assessment is related more directly to what students
have learnt and how well they have achieved the objectives of the courses, irrespec-
tive of the achievement of others in the same class, school or group. To introduce such
an approach in New Zealand schools will require that educators develop achievement
criteria; teachers will need to be trained to interpret and apply such achievement cri-
teria.
The committee proposes that assessment should be wholly school-based
with national guidelines at Form 5, school-based with national comparability of results
between schools at Form 6 and, at Form 7, a combination of the school-based and
externally-examined approaches.
Under the proposed changes, provisional entry to university would be
available at the end of Form 6, and assessments in Form 7 would be used to deter-
mine eligibility to enter university and allocate merit awards.
Report of parliamentary education and science select committee on
The Inquiry into the Quality of Teaching. This committee heard a wide range of sub-
missions from interested parties and reported to the New Zealand parliament in
December 1986. The report will be the subject of parliamentary debate and a source
for educational policies in the future.
Taken in conjunction with the Curriculum Review and the Inquiry into
Curriculum Assessment and Qualifications in Forms 5 to 7, the three reports make
valuable contributions to discussions about the objectives of the state school system,
and further refine and clarify key issues central to the debate on important educatio-
nal policies.
This report, in common with the other two, focuses on the educational
needs of the individual learner, and expresses the committee’s support for a balanced
general education based on the principles developed in the other two reports, with
equity for all learner groups as a major requirement. The committee regards equity as
being based on need and equality of outcome, and not just equality of opportunity.
To ensure learner outcome, the committee focuses on issues related to
who does the teaching and the quality of their training, as well as on factors involved
in the total school situation. Important among its recommendations in this section of
the report are those related to more flexible entry criteria to teacher training, research
into the relationship between selection criteria and subsequent success in teaching,
and an examination of rigidities caused by quota systems. In respect to the pre-servi-
ce training of teachers, the committee advocates research into the essential theoreti-
cal and practical components or common core of teacher education throughout all
levels of teaching, with required teaching skills and competence clearly identified. It
also advocates a more specific and direct training link with teachers’ colleges for trai-
nees while training in schools.
For in-service teachers, the most significant changes recommended are
renewable limited tenure conditions for teachers in positions of responsibility, princi-
pals of schools, the inspectorate and teachers’ colleges, and training prerequisites for
appointment to senior positions.
Accountability is a major thrust of the report and specific emphasis is
given to accountability as an essential component of professionalism. It highlights a
more central role for the inspectorate in assessing the quality of school programmes
and teacher performance, and ensuring that the community is better informed on
these matters, while at the same time advocating that the profession assume a more
active responsibility for its own accountability.
Review of tertiary education. A discussion document on issues in tertia-
ry education has been distributed far public comment. The issues relate to:
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- the extent to which the tertiary system is: responsive to the changing
needs of individuals, society and the workplace; effectively providing
the knowledge and skills required in a systematic manner and at an
appropriate standard; efficiently and cost-effectively contributing to the
range of knowledge and skills required by the economy; accessible to
those who seek knowledge and skills at that level; and ensuring that
all individuals have an equal chance of entering and completing a pro-
gramme of tertiary education; and
- other considerations, such as: resource allocation to tertiary educa-
tion; credentials issued in terms of portability, transferability and mea-
sures of attainment; and the accountability of tertiary institutions in
relation to the outcome they achieve, the relevance and standard of
courses, and the efficient use of resources.
A ministerial working party has reported on management, funding and
organization of continuing education and training. Its most radical recommendation is
the separation of technical institutes and community colleges from the control of the
Department of Education, with the Continuing Education and Training Board assuming
responsibility.
In addition to this significant proposal, the report makes a number of
recommendations related to social equity issues, accountability in terms of operations
and quality of programmes and links with other educational services, all of which are
likely to contribute to significant developments at the tertiary level.
Chapter 10
PAKISTAN
Recent Developments in Teacher Education
At the time of the emergence of Pakistan in 1947, the entire education
system of the country was geared to producing a class of people who would serve the
bureaucracy to perpetuate the old socioeconomic order in the country. That socioeco-
nomic order was designed by the colonial powers. All curricula, textbooks and tea-
ching materials were devised to serve the cause of imperial rule. The new country
needed a dynamic and progressive education system.
The first serious effort to rationalize the system of education was made by
the National Commission on Education in 1959 which pointed out that no system of
education is better than the teachers who serve it. However, the recommendations of
the Education Commission could not, for various reasons, be implemented.
The crises of 1971 obliged the Pakistani nation to review its entire educa-
tion system and bring about revolutionary changes to cope with the rising demands of
the people for the creation of a just and egalitarian order. To fulfil this requirement, the
curricula for primary, secondary and higher education were revised. Efforts were made
to introduce curricula which matched age requirements and fulfilled the aspirations of
the people of Pakistan. To achieve these objectives the following innovative measures
have been taken in teacher education in Pakistan.
Revision of curricula. Since the curricula from primary to higher educa-
tion were revised, it became necessary to reconstruct the curriculum for teacher edu-
cation so that it could become an effective vehicle for the implementation of revised
general curricula in the education institutions. For this purpose, the National Bureau of
Curriculum, in collaboration with the Provincial Bureaux of Curriculum, carried out
exercises for the development, testing and implementation of a new curriculum. The
revised curricula were implemented in the training institutions in 1976. Simultaneously,
alternate curricula were developed for some selected training institutions with the
financial assistance of the World Bank. These curricula introduced new disciplines,
such as child development, school and community development, and educational
technology. The experiment proved a success and, ultimately, a blending of alternati-
ve curricula and general curricula was introduced in all training institutions in the coun-
try.
Up-grading of teacher training centres. Prior to 1976, primary and
middle level teachers were trained in teacher training schools. These institutions did
not have the potential to train teachers who needed to be able to effectively implement
the revised curricula. Therefore, it was decided that the status of these institutions
should be elevated to Colleges of Elementary Education. As a result, all of the training
schools were converted into Colleges of Elementary Education under a phased pro-
gramme. These institutions were provided with qualified staff, necessary equipment,
and better libraries and buildings commensurate with requirements. These reforms
were aimed at raising the standard of training at these institutions.
Establishment of agro-technical training institutions. The Education
Policy of 1972 envisaged shifting general education towards agro-technical education
at primary and secondary levels. This decision was taken in view of the economic
structure of the country, which is mainly based on agriculture and allied occupations.
An agro-technical component was introduced at middle and secondary school levels
as a compulsory part of the curricula. To introduce this discipline effectively, agro-tech-
nical teacher training institutes were established in all provinces and a Federal
Agro-technical Training College was established at Islamabad. These institutions were
assigned to produce trained agro-technical teachers for middle and secondary school
levels. The Agro-technical Teacher Training Centres impart training in three trades:
agriculture, electricity and wood/metalwork. The intention of the introduction of this dis-
cipline was to create among students a sense of dignity for labour, on the one hand,
and an aptitude for these professions, on the other.
Production of master trainers. It was felt that the revised curricula could
not be implemented effectively unless teachers were exposed to the problems and
techniques of teaching new concepts. For this purpose, the Ministry of Education evol-
ved a programme for the production of master trainers in each subject. These trainers
were selected from each province and were trained at lslamabad. They were then
required to disseminate their knowledge and experiences to other teachers and so
create a multiplier effect. Through this device, quite a large number of teachers were
oriented to the new curricula and its teaching techniques.
Preparation of teachers guides. Because it was not immediately pos-
sible to train all of the teachers required in the country, teacher guides and modules
were developed for all classes and subjects. These teacher guides have been very
useful; they have helped teachers to teach the new curricula in accordance with its spi-
rit. However, because of financial constraints, each school received only one set of
teacher guides during the 1975-1980 period.
National teaching kits. The Education Policy (1972-1980) emphasized
improvement in teaching methods, the provision of instructional material and teaching
aids to primary schools. Pursuant to this policy, the National Bureau of Curriculum, in
financial collaboration with UNICEF, developed a National Teaching Kit for Primary
Classes. This kit includes 150 items for effectively teaching almost any subject at the
primary level; 60,000 schools had been supplied kits by 1977. Since it was new, a
comprehensive training programme for using the teaching kit was launched; primary
school teachers still receive training in the use of teaching kits during regular reorien-
tation courses. They are also trained in the development of low-cost teaching aids pat-
terned on the national teaching kit. Although no evaluation of the use of these teaching
kits has been carried out at the national level, general observation indicates that this
teaching aid is very useful in the teaching-learning process when used skilfully.
Reinforcement of in-service training. The National Education Policy
envisages that each teacher should receive in-service training at least once each five
years. To implement this decision, all the Bureaux of Curriculum and Extension
Centres have been reinforced by additional staff, buildings, equipment and other finan-
cial input. They were required to increase the pace of in-service teacher training and
acquaint teachers with new teaching techniques. By 198S, 25 per cent of the teachers
had received in-service training. The pre-service training institutions are also being
used as facilities for in-service training of teachers to give them a new outlook on edu-
cation processes.
Establishment of new training institutes . Because the National
Bureaux of Curriculum and Extension Centre and the Provincial Bureaux could not
provide training in specialized fields, the National Institute of Education was establi-
shed at Islamabad. This institute has developed a perennial programme for training
teachers in science, mathematics,
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English and industrial arts. Foreign agencies—UNICEF, Unesco, USAID and the
British Council—sponsored some of the programmes of this institute from 1974 to
1976. The British Council also provided subject specialists for each course. The pro-
gramme has been very useful. Similarly, the National Academy of Higher Education
was established to provide vigorous training in teaching methods, learning proce-
dures, modern instructional technology, assessment procedures, assignments and
tests, professional ethics, aspects of university and college life, dealings with students,
colleagues and seniors, administrative procedures and the use of libraries. The main
objective of the Academy has been to provide training to beginning graduates entering
the teaching profession who do not have an adequate knowledge of what they will face
or what will be expected of them. The Academy trains college teachers by providing
both pre-service and in-service training. It is the first institution to provide training to
college/university teachers.
Programmes of Allama Iqbal Open University. Allama Iqbal Open
University started an in-service teachers’ education programme through its distance
delivery system. A pioneer institution of distance education in Pakistan, it launched the
i n-service teacher education programme through correspondence courses and
radio/television programmes. The University provides training for primary, middle and
secondary level teachers. In addition, the University has started a post-graduate pro-
gramme in educational planning and management. Besides such regular training pro-
grammes as P.T.G. and C.T., the University provides training to Arabic teachers and
training in the new concepts of population education. The University has also started
reorientation courses for teachers; in this way, it has assisted in expanding teacher
education in the country.
Introduction of education as a subject. An important and innovative
step towards teacher education was taken by introducing education as an elective
subject at secondary and higher secondary levels. The subject was introduced to cope
with the increasing requirements of trained teachers, with the expectation that those
who qualified in education would be better able to teach at primary, middle and high
school levels. However, because few students showed an interest in the subject, the
programme was not successful.
Training in foreign countries. Unesco sponsored a project entitled
‘Reinforcement of Bureau of Curriculum and Extension Centres’ from 1981 to 1983 to
provide fellowships at universities in the United Kingdom, Australia and France. Under
this fellowship programme, subject specialists and lecturers working in the Bureaux of
Curriculum/Teacher Training Institutes were sent abroad for training and were expo-
sed to new techniques of curriculum development, educational administration, educa-
tional research, teaching methods, examination systems and educational technology.
They gained expertise in relevant fields and disseminated knowledge and experiences
to their colleagues upon their return. This helped develop a better understanding of
developments occurring in developed countries and broadened the outlook and men-
tal horizons of teacher trainers.
Primary Education Project. The Primary Education Project was laun-
ched with the financial assistance of the World Bank. The main purpose of this project
has been to improve the quality of education at the primary level. The project has its
own training component, under which schools are provided learning materials and
modules developed in accordance with the needs of the area in which a school is loca-
ted. Teachers are provided with training in the use of these modules and learning
materials. This has significantly improved the quality of education in schools covered
by the project.
National Academy of Education Planning and Management,
Islamabad. The National Education Policy of 1979 observed that proper implementa-
tion of policies and plans hinges on the strength and efficiency of the implementing
agencies. The system of educational management and supervision prevailing in
Pakistan was a legacy of the past and failed to cope with the increasing and changing
demands of education in the country. To equip the implementing agencies with quali-
fied and competent educationists, the policy envisaged the establishment of the
National Academy of Educational Planning and Management at Islamabad.
Established in 1982 and operational in February 1983, the Academy is mainly char-
ged with the responsibilities of training educational planners and administrators,
conducting research on problems and issues related to various aspects of educatio-
nal development, and assisting in the establishment of an education management
information system in the country. The Academy has conducted 21 programmes of
various durations since its inception and has trained about 400 key personnel, inclu-
ding provincial education secretaries, directors of education, deans of universities, col-
lege principals, and education officers working in the field. The programmes of the
Academy have had a significant impact on the teaching/learning process because its
graduates can provide an insight to working teachers on the effective implementation
of various training programmes.
Reinforcement of content area of teachers. Many teachers felt that
they lacked the required competency in the new concepts introduced in the revised
curricula. Therefore, all training programmes were redesigned to provide orientation in
subject content areas and aid teachers in their teaching. It is hoped that this pro-
gramme will instil teachers with greater confidence to do their job.
Current Provision of Teacher Education
The National Education Policy of 1979 lays great emphasis on teacher
education. According to the policy, the teacher is the pivot point of the entire educa-
tional system. Effective teaching demands that, besides possessing adequate know-
ledge of the subject matter and techniques of teaching, the teacher exhibit full com-
mitment to the ideology of Pakistan. To ensure continuous professional growth, all tea-
chers are required to undergo at least one in-service training course every five years.
The Policy envisaged the following programme for teacher education:
- constitution of an admission committee in all teacher education insti-
tutions to interview candidates for admission according to the prin-
ciples enunciated in the Policy—the basic principle for admission
being that all candidates admitted to these institutions possess a
strong commitment to the ideology of Pakistan;
- reorientation of existing teachers in the ideology of Pakistan and their
respective fields of specialization through in-service training courses
conducted country-wide;
- strengthening of provincial education extension centres and in-service
training centres in the provinces to enable them to provide at least one
in-service training facility to every teacher every five years—training of
teachers of classes 10 to 12 will also be the responsibility of the pro-
vincial education extension centres;
- strengthening of in-service training facilities of the Allama Iqbal Open
University to enable the University to launch a comprehensive pro-
gramme for training teachers at all levels—this will be achieved
through correspondence, radio, televisions and periodic workshops
and seminars; similar support will be provided to provincial education
and research institutes; and
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- the National Academy of Higher Education of the University Grants
Commission will organize pre-service and in-service teacher training
programmes for college and university teachers. Scholarships and
also study leave will be granted to university teachers for higher stu-
dies within the country and abroad. A code of ethics will be evolved for
teachers, and a comprehensive system of accountability and evalua-
tion of teachers will be introduced.
Structure of Teacher Education
The training of college and university teachers is the responsibility of the
University Grants Commission. College and university teachers are not required to
undergo pre-service training. The Academy of Higher Education has formulated a pro-
gramme of pre-service training of college/university teachers. However, since training
facilities are inadequate, it is not yet possible to provide pre-service training for all new
entrants. The regular training programme of teachers is divided into the following cate-
gories/levels:
• Primary Teachers’ Course: This course is spread over 48 weeks.
Candidates who have completed ten years of general education are
admitted to this course. The course comprises two semesters and
covers the following areas: First Semester—principles of education
and methods of teaching (100 marks), child development and coun-
selling (100 marks), three methods of teaching courses in subject
areas (300 marks), and short-term teaching practice (three weeks);
Second Semester—school organization and classroom management
(100 marks), health and physical education (100 marks), three
methods of teaching courses in subject area (300 marks), and
long-term teaching practice (five weeks).
• Certificate in Teaching Course: This is also a 48-week course.
Candidates who have completed 12 years of general education are
admitted to this course. Teachers are assigned to teach middle
classes after completion of their training. The C.T. programme
involves theory and teaching practice based on the following areas:
First Semester—theory and history of education (100 marks), child
development (100 marks), general methodology and preparation of
teaching aids (100 marks), two methods of teaching courses in sub-
ject areas (200 marks), and short-term teaching practice (three
weeks); Second Semester —school and community development
(100 marks), counselling, testing and evaluation (100 marks), organi-
zation of elementary education and school management (100 marks),
two methods of teaching courses in subject areas (200 marks), and
long-term teaching practice (five weeks).
• B.Ed. Programme: This is also a 48-week academic programme.
Candidates who possess a Bachelor’s degree are admitted to this
course. A person is required to have qualified in at least one school
subject during the degree course. These teachers are assigned to
teach secondary classes (classes 9-10). This programme is based on
the following courses of study: perspectives of education in Pakistan
(100 marks), human development and learning (100 marks), school
organisation and management (100 marks), evaluation and guidance
(100 marks), society, school and the teacher (100 marks), individual
projects (100 marks),two courses of content and teaching methods to
be selected from general, science, industrial, commerce, agriculture,
or homeeconomics offerings (400 marks), and teaching practice (200
marks). The programme totals 1200 marks.
• Drawing Master/Arts and Crafts Teachers’ Course: This is a 48-week
course intended for teachers who have completed 12 years of gene-
ral education. Candidates are to have studied drawing/arts and crafts
as a subject during their educational career; they are trained to impart
skills to the students of classes 6-10.
• Junior Diploma in Physical Education: Teachers are inducted into ser-
vice after completing 12 years of general education. They are given
one year of training in the science of physical education. After their
training, they are required to teach in classes 6-10.
• Senior Diploma in Physical Education: Candidates who have suc-
cessfully completed their graduation course in general education are
entitled to gain admission to this course. Those who complete it are
assigned to classes 11-14.
• Master of Education: This is a one-year course conducted by the uni-
versities in their institutes of educational research or facilities of edu-
cation. Candidates who have already completed their B.Ed. can gain
admission to this course.
• M.A. (Education): This is a two-year course, the minimum qualification
for admission being a B.A. or B.Sc.
• Ph.D./Ed.D. Programme: This programme is spread over two and a
half years. It is a research programme; those who have qualified for
their Master of Education or M.A. (Education) can gain admission to
this programme.
Also, post-graduate teacher training institutes throughout the country
grant postgraduate degrees in the following fields of education: M.A. Primary
Education, M.Ed. Primary Education, M.A. Secondary Education, M.Ed. Secondary
Education, M.Ed. Business Education, M.Ed. Industrial Arts Education and Ph.D. in
Education. Post-graduate teachers’ education comes under the Continuing Education
Programme.
Method of admission to various teacher education programmes. All
of the universities and teachers’ training colleges have constituted committees for the
selection of candidates for admission to various educational programmes. These com-
mittees make selections on the basis of marks obtained by a candidate in the last exa-
mination passed. Places are distributed among rural and urban areas and between
both men and women. Some training institutes reserve places for candidates from
other provinces. These places are filled by candidates who are selected/nominated by
the concerned provincial governments.
In some provinces, such as Baluchistan, there is an acute shortage of trai-
ned teachers, and the existing facilities for training cannot cope with the requirements.
In these provinces, untrained persons are also appointed as teachers and deputed for
particular training after completing some years of service. Training institutions admit
government nominees straightaway because they already had some type of testing at
the time of their recruitment. They are on full pay during their training.
Teachers are entitled to 24 months of study leave during their service
career; they receive half pay during their study leave. Normally, teachers who intend
to improve their professional qualifications take this opportunity and obtain placement
at one of the training institutions for training at a higher level.
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In-service Training Programme
As noted, the National Education Policy envisages that every teacher will
undertake in-service training once in five years. In view of this, the National Bureau of
Curriculum and the Provincial Bureaux have undertaken a regular programme of
in-service training of teachers at all levels. This training programme aims to expose
teachers to the problems of the revised curricula and modern techniques of teaching.
Some courses have also been devised for training teachers in population education
and in the use of low cost teaching aids. However, given the gigantic task before the
agencies responsible for the in-service training of the teachers, existing facilities are
too meagre.
Issues Confronting Teacher Education
The education system in Pakistan is confronted with the following key
issues.
Shortage of teachers. There is a shortage of mathematics and science
teachers at the secondary level because science graduates tend to select professions
other than teaching. After the accelerated expansion programme at the primary level,
the government has been obliged to appoint untrained primary school teachers.
Conventional teacher education programmes. The training program-
me is still mostly based on the conventional lecture method. Modern technology and
skills/methods are seldom used, because either educational technology is not avai-
lable at training institutions or teachers are not adequately trained to effectively use
the education technology.
Inadequate training of teacher educators. No system exists for training
teacher educators. The result is that those assigned to impart training to teachers can-
not do justice to their job, which further results in low quality courses and teaching.
Short training period All teacher training programmes are completed in
about eight months, too short a period to adequately train teachers.
Shortage of schools for practice teaching. The present intake of trai-
ning institutes is between 200 and 300 teachers. Compared with the number of trai-
nee teachers, there is an acute shortage of schools for practice teaching, particularly
in smaller towns. The result is that a large number of teachers are placed in single tea-
cher schools for practice, which creates supervision problems.
Inadequacy of in-service training. The in-service training programme is
inadequately suited to impart the latest techniques to teachers. Although the National
Education Policy envisaged that each teacher would be exposed to training at least
once every five years, in practice this objective appears unlikely to be achieved.
Conventional curriculum. The existing curriculum for training teachers is
based on conventional themes and has not succeeded in bringing about the desired
behavioural changes in teachers.
Lack of commitment. There is a lack of commitment among many of the
teachers and there exists no regular programme to motivate them or create a sense
of professionalism among them.
Lack of research. Little research has been carried out to discover solu-
tions to the problems being faced in the field of education. As a result, planning is
based on the principle of trial and error.
Evaluation of teacher education programmes. Teacher education pro-
grammes need to be evaluated along scientific lines so that an effective improvement,
commensurate with the needs of the country, can be achieved. Because of the lack of
suitable expertise, such an evaluation has yet to be carried out.
Lack of co-ordination among training institutes. There are 80 colleges
of elementary education and 15 colleges of education operating in the country.
Although all have about the same curriculum, there is no co-ordination mechanism
available. As a result, they work almost in isolation, with no pooling or sharing of
resources, which further results in uneven growth and deficiencies in physical facilities
and manpower.
Issues Regarding Teacher Induction
As regards the induction of teachers, the system has encountered seve-
ral problems.
Status of teachers. The teaching profession is not as highly regarded as
some other professions/jobs (i.e. engineering, medicine and the civil service).
Therefore, talented people are either not attracted to the profession or they leave it as
soon as they find more lucrative jobs elsewhere. As a result, the profession is open to
less able teachers, which adversely affects the whole system.
Structure of positions. The system provides for various categories of
teachers, according to levels: matriculants are appointed as primary school teachers;
those who have successfully completed higher secondary education are inducted as
middle school teachers; graduates are appointed for secondary school education, and
post-graduates for college education. Pay scales for each category are specified, and
teachers cannot move (vertically) from one scale to another even if they improve their
qualifications—they may receive additional annual increments, however, if they impro-
ve their qualifications. The teaching community is not satisfied with this situation, and
it has caused considerable disappointment among teachers.
Political/social pressures. Because of the growth in population, job
opportunities are becoming more scarce, particularly for the less talented members of
the population. As a result, the Selection Committees/Appointment Authorities face a
great deal of political pressure in the selection and appointment of teachers. In some
cases, local community leaders appoint their chosen candidates, regardless of indivi-
dual capability, as teachers in their particular area.
Unavailability of trained teachers. In some areas, such as Baluchistan
and the Federally administered northern areas, trained teachers are not available, so
untrained teachers are appointed and then given on-the-job training. In some special
subjects, such as science and mathematics, teachers are scarcely available in some
regions, so the education department has appointed teachers from other provinces or
relaxed qualifications and provided extra financial incentives. This arrangement has
created jealousy and dissension among the teachers.
Measures for Improvement
The government has implemented the following to improve teacher edu-
cation.
Revision of curricula. The Federal Ministry of Education, in collaboration
with the Provincial Bureaux, has revised teacher training curricula and exerted efforts
to match curriculum content with present national requirements. Some irrelevant sub-
jects have been excluded, while some new subjects have been introduced.
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Strengthening of training institutions. All teacher training schools have
been converted into colleges of elementary education, and efforts are being made to
replace existing staff with well-qualified people. Also, training institutions have been
provided better physical facilities, in terms of both equipment and buildings.
Establishment of specialized training institutions. Some ‘colleges of
science teacher education’ have been established as a pilot project. In these colleges,
people who have qualified in higher secondary education with science subjects are
admitted and given three years of education. A special curriculum devised for these
colleges contains general education plus teacher education. After completing the three
years, students are awarded a B.Sc. in Science Education and inducted as science
teachers. Similarly, separate institutions for agro-technical teachers have been esta-
blished to produce teachers for agro-technical institutions.
Utilization of existing high schools. In some provinces, teacher training
units have been added to existing high schools, with skeleton staff for training being
provided in these units. Teachers at these schools are also used as teacher educa-
tors. This arrangement seeks to accelerate the production of trained teachers on a
‘crash course’ basis.
Financial facilities during in-service training. The government pays a
per diem and travelling expenses to teachers during in-service training, so that they
do not face financial hardships during their training.
Future Directions in Teacher Education
The Government of Pakistan has been making great efforts to expand
education, particularly at the primary level, so that the literacy rate can be improved
from 26 per cent to 50 per cent. This quantitative growth has accelerated the demand
for teachers at all levels; it is estimated that by the year 1993 (the end of the seventh
five-year Plan), the situation will be as follows: primary school teacher (P.T.C.)—4 mil-
lion; middle school teachers and supervisors (C.T.)—1.8 million; and secondary school
teachers (B.Ed. and M.A.)—840,000. This means that 2.4 million primary school tea-
chers, 1.3 million middle school teachers and 200,000 secondary school teachers, in
addition teethe number of existing teachers, would be required during the seventh
Plan. The following are needed to improve the quality of teacher education.
. The existing curriculum is not relevant to the actual classroom
situation, and the teacher is not adequately trained to apply the
principles and techniques imparted during the course in the actual
classroom situation.
. Students do not have sufficient opportunity to observe good les-
sons during their training. Because of a lack of proper practice tea-
ching facilities and supervision, they do not receive feedback or
suggestions for improving their lessons as taught in the real class-
room situation.
. Student academic preparation in subject matter they intend to
teach is poor.
. The practice of 100 per cent internal evaluation in C.T. and P.T.C.
courses, for theory as well as practice, has lowered the standard in
many cases.
. The training period is inadequate, and so ill -prepared teachers are
produced.
. Arrangements for in-service training and continuing education are
unsystematic and inadequate; while most have few incentives atta-
ched to them.
In view of this situation, greater attention will need to be given to teacher
education to improve the quality of general education offered during the next five
years. The following directions are suggested for improving the present situation.
• Teaching posts should have better pay scales and a career structure,
with scope to promote effective teachers and a mechanism to weed
out undesirable ones.
• There should be a regular and systematic provision of in-service trai-
ning, mostly through modules, correspondence courses and supervi-
sion.
• Completion of a special in-service course should be a prerequisite for
promotion to selection grade.
• Three-month intensive courses should be a prerequisite for teachers
and lecturers for promotion to the position of headmaster and princi-
pal.
• Internal evaluation should have only a 25 per cent weight for C.T. and
P.T.C., with examinations being conducted in both theory and practi-
ce.
• Courses should be revised, and teachers at training institutions should
be trained to teach and apply principles and theory to actual class-
room situations.
• Teaching practice should be carried out in real classroom situations
For this purpose, students should learn theory for the first three
months, during which time they should also have an opportunity to
observe/discuss model lessons presented by their teachers. Good
model lessons should also be recorded on video tape and made avai-
lable to all teacher training colleges. Each student should be linked to
one trained teacher in any school, and with the help and supervision
of this trained teacher, the student should prepare lessons and teach
for two months. A detailed evaluation report by the supervising tea-
cher, countersigned by the head of the institution, should then be sent
to the principal of the teacher training institution.
• After two months of practical training, the student should attend a
two-month theory course at the teacher training institution and discuss
problems encountered during the teaching practice.
• Another one-month teaching practice, preferably under the supervi-
sion of another trained teacher, should be followed by an evaluation of
three lessons by a team of three examiners. The team of examiners
should consist of a staff member of the training institution, the head of
the institution where the pupil teacher is practising, and a person
nominated by the DEO.
• To produce the requisite number of teachers, each district should have
one elementary teacher training college for boys and one for girls. The
intake capacity of each institution should be regulated according to
requirements for teachers in each district.
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PHILIPPINES 
Recent Developments in Teacher Education
Teacher education in the Philippines had its beginnings as early as the
Spanish period (eighteenth century). Its growth and development are pronounced in
terms of the number of teacher education institutions established in the thirteen
regions of the country and in the promulgation of policies and standards by the
Department of Education, Culture and Sports on teacher education. Due attention is
given not only to the quantitative but also to the qualitative aspects of student teacher
preparation, which has since become the main thrust of the programme. Teacher edu-
cation programmes have always been dictated by the urgent needs of the time.
The American regime established the foundation of the present system of
teacher education. To provide formal training for teachers, Act No. 74, passed by the
Philippines Commission in 1901, established the Philippines Normal School. In 1916,
the four-year secondary normal course was introduced in the capitals of six provinces,
with applicants needing only intermediate graduation for admission. It was only in
1929 that entrance requirements for the Philippines Normal School included high
school graduation as a prerequisite for admission. This normal course of two years, to
prepare students for elementary school teaching, adopted a pragmatic programme
oriented towards the development of teaching skills. Emphasis was on methods
because of the urgent need of the educational system to produce elementary school
teachers in the shortest possible time. Earlier, even intermediate school graduates
were recruited to teach in the primary schools. The three main types of curricula were
the academic curriculum, the home economics curriculum, and the combined curricu-
lum.
Since the early American regime and until the early 1960s, the only
government agency involved in preparing secondary school teachers was the
University of the Philippines College of Education. The training of elementary school
teachers was left to the Philippines Normal School and the regional normal schools.
However, by the 1960s, not only the University of the Philippines but also state tea-
chers’ colleges and some regional normal schools were offering both elementary and
secondary teacher training courses.
The roots of present-day vocational and industrial/technical education are
traceable to the establishment of public secondary schools in 1927; but it was only
after the passage of the Vocational Education Act of 1937 that the first
vocational/industrial teacher education curriculum was organized. This law, which
authorized vocational schools to offer a full secondary trade curriculum, gave rise to
the need for professionally trained vocational school teachers.
The problem of undersupply of professionally qualified elementary school
teachers spurred interest in the elementary teacher’s course, and so enrolment in ele-
mentary teacher education registered an upward trend. To encourage more schools to
offer teacher education courses, requirements for opening normal schools and col-
leges were relaxed. As a result, teachers’ colleges mushroomed, resulting also in the
relaxation of standards. To control and improve private teacher training institutions,
therefore, various measures have been adopted by the government since 1950.
Among the most significant were:
- extending the elementary teaching course from a two-year to a
four-year course, Bachelor of Science in Elementary Education
(B.S.E.Ed.)—first offered at the Philippines Normal College in 1950,
private schools started offering it by the 1951-1952 school year; this
course offered an enriched and balanced curriculum in liberal and pro-
fessional education and required an internship period;
- a two-year technical education curriculum was started at the
Philippines School of Arts and Trades (PSAT), now Technological
University of the Philippines, in 1934—this technical curriculum later
became the first two years of the four-year industrial teacher educa-
tion curriculum leading to a Bachelor’s degree in industrial education,
which PSAT first offered in 1951— and after 1934, other vocational
schools were established, either as national schools or as provincial
agricultural and trade schools; through legislation these provincial, city
and regional vocational school were eventually granted their respecti-
ve charters as state institutions, either as colleges or universities;
- private schools and universities have also contributed immensely to
the preparation of teachers since the early part of the American regi-
me—with the passage on March 1, 1906, of Act 1459 (known as the
Corporation Act), private schools incorporated under its provisions
were authorized to issue diplomas and confer degrees in accordance
with the rules and regulations prescribed by the then Secretary of
Public Instruction. Since 1930, teacher training has become one of the
popular courses among college students in private schools and uni-
versities;
- ban on opening of new teacher training courses with the issuance of
Circular No. 2, s. 1954 by the Director of Private Schools;
- implementation of the Revised Teacher Education Programme of
1970 as provided for in Department Order No. 8, s. 1970—this
Department Order provided the guidelines and basic principles for the
development of teacher training in the Philippines until 1983;
- setting of a higher cut-off point in the National College Entrance
Examination (NCEE) ratings for admission to the teacher education
programme, starting in the school year 1980-81 (the present require-
ment is 55 percentile);
- professionalization of teaching through the professional board exami-
nations for teachers in 1978 (P.D. No. 1006)—applicants to this pro-
fessional board examination must be citizens of the Philippines, of
good moral character, and free from any physical or mental defect
which will incapacitate him or her to render efficient service—appli-
cants must possess the following minimum educational qualifications:
- far teachers in the kindergarten and elementary grades, a Bachelor’s
degree in Elementary Education (B.E.Ed.) or its equivalent;
- for teachers in the secondary schools, a Bachelor’s degree in educa-
tion or its equivalent with a major or minor, or a Bachelor’s degree in
Arts or Sciences with at least eighteen units in professional education;
and
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- for teachers of secondary vocational and two-year technical courses,
a Bachelor’s degree in the field of specialisation with at least eighteen
units in professional education;
- promulgation of ‘Policies and Standards in Teacher Education’ as pro-
vided for in MECS Order No. 26, s. 1983; and
- amendments to MECS Order No. 26, s. 1983 embodied in MECS
Order No. 37, s. 1986.
Curriculum and Instruction
The various institutions provide students with specific instructions in the
following broad fields: Filipino, English, physical education, mathematics, music,
science, Philippine history, social science, art, world history and geography. These
broad fields constitute the general education component of the elementary school tea-
cher education curriculum.
Students acquire in the following professional education courses an
understanding of the teaching-learning process: principles of teaching, methods cour-
se, student teaching and educational psychology. The subject offerings of the institu-
tions are considered adequate in terms of the stated institutional objectives as expres-
sed by the majority of administrators and faculty members. These offerings are simi-
larly considered adequate, in terms of the particular needs and interests of individual
students.
Professional laboratory experiences. The placement of professional
laboratory experiences within elementary school teacher education curricula of diffe-
rent institutions generally follows a common pattern. Observation by groups, individual
observation, and participation (working with pupils, excluding student teaching) are
placed in the third year of the curriculum. Student teaching is placed in the fourth year.
In the majority of cases, the institutions have facilities for students’ obser-
vation and actually work with children in learning situations in their own laboratory
schools. These facilities are adequate in giving the prospective teachers direct expe-
riences in: the observation of children of appropriate age, participation in teaching acti-
vities prior to student teaching, and responsible classroom teaching.
Normally, students spend one semester in student teaching, although in
some cases the time allotted to student teaching varies—from eight weeks to three
months to one year and sometimes to more than a year. Students are given the oppor-
tunity to undertake student teaching with pupils of the same age level as those they
would like to teach. They have practical teaching experience not only in the laborato-
ry school on campus, but also in off-campus co-operating schools.
Methods of teaching. Various methods of teaching are used in the class-
room by members of the faculty, some more frequently than others. These are pre-
sented in rank order according to frequency of use: 1) Lecture method, 2) Lecture/dis-
cussion, 3) Discussion, 4) Reporting, 5) Socialized recitation, 6) Project method, 7)
Field trips and observation, 8) Group processes, 9) Independent study, 10) Laboratory
method, 11) Role playing, 12) Individualized instruction, 13) Simulation (games), and
14) Tutorials.
Use of instructional materials and resources. Most faculty members
frequently use instructional materials—maps, graphs, pictures, tapes, specimens—
when teaching. Community resources also are sometimes used.
Development of special characteristics. In general, the Colleges of
Education make satisfactory provisions for the development of special characteristics
considered desirable for professionally educated teachers. These characteristics
include sensitivity to moral and ethical values, understanding the learning process,
democratic relationships and beliefs, understanding and support of the Philippines’
educational system, intellectual maturity, ability to teach individuals and groups,
appreciation of aesthetic values, good community relationships and a fair grasp of
group dynamics, and efficient and effective oral and written communication.
Grading system. The grading system used by most institutions is the
numerical system (e.g. 1.0, 1.25, 1.75, etc.). Other grading systems used employ per-
centages and letter grades.
Student guidance and counselling. Programmes for the guidance and
counselling of students are set up in eighty percent of the institutions, but only about
half of the students take advantage of the services.
Current Provisions for Teacher Education
Goals and objectives. MECS Order No.26, s.1983 synthesizes the mis-
sion statement of teacher education today as the preparation of teachers imbued with
the ideals, aspirations and traditions of Filipino life and culture, and sufficiently equip-
ped with knowledge of an effective teaching delivery system. Teacher education pro-
grammes are expected to produce teachers who can assume the following major
roles:
- to be an effective conveyor of organized knowledge which has deve-
loped from human experience through the ages—such as language,
mathematics and natural science, history, geography, literature and
the fine arts, civics and culture;
- to be an effective promoter and facilitator of learning who will enable
the learners to develop to the fullest their potentials for a continuing
pursuit of self-education; and
- to be a true humanist who possesses a clear understanding and
appreciation of the genuine human ideas and values that elevate the
human spirit, refine human nature, and contribute to the human
being’s unending quest for fulfilment.
In addition, teachers are also expected to develop certain desirable per-
sonal/social traits and professional competencies.
Structure of teaching programmes. The different curricula leading to
baccalaureate degrees now offered in various teacher education institutions include:
- Bachelor of Elementary Education (B.E.Ed.) for elementary school
teachers;
- Bachelor of Secondary Education (B.S.Ed.) for secondary school tea-
chers;
- Bachelor of Science in Agricultural Education (B.S.A.E.) for teachers
of agriculture;
- Bachelor of Science in Industrial Education (B.S.I.E.) for teachers of
industrial/vocational subjects; and
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- Bachelor of Science in Business Education (B.S.B.E.) for teachers of
business subjects.
The new Bachelor of Elementary Education (B.E.Ed.) curriculum, as pro-
vided for in MECS Order No. 26, s. 1983, is a revised teacher education curriculum
designed to produce teachers who can assume the major roles specified by the new
elementary school curriculum (NESC). It emphasizes the mastery of basic skills and
the development of a sense of humanism and Filipinism. Among the salient features
of this new B.E.Ed. curriculum are:
- a provision for the mastery of such basic subjects as communication
arts, mathematics, civics and culture, and science, as called for in the
new elementary school curriculum;
- inclusion of new courses, such as social philosophy, that have been
designed to develop the desired Filipino values that enhance huma-
nism and Filipinism;
- integration of theory and practice in the professional courses;
- provision for more field-based experiences; and
- emphasis on the mastery of targetted competencies.
Unlike the previous B.S.E.Ed. curriculum, which has a specialisation com-
ponent, this 144-unit curriculum was reduced to two components: 107 units of gene-
ral education, and 37 units of professional education and practicum.
The general education courses aim to assist students in developing profi-
ciency in the use of three languages (Filipino, English and Spanish), broaden their
perspective about their role and responsibilities in the present social order through
social science courses, and provide theoretical and laboratory experiences in the
various sciences and branches of mathematics.
The professional education courses, on the other hand, aim to help stu-
dents understand the psychological, philosophical and sociological bases of teaching,
and develop skills in teaching through foundation courses, research and evaluation,
methods, and practicum. The specialization component aims to prepare students to
teach one or two disciplines in the secondary schools.
The present Bachelor of Secondary Education (B.S.Ed.) curriculum with
its different major requires a minimum total of from 161 to 176 units. The unit require-
ment is composed of four major components: general education (99 units), professio-
nal education (32 units), major field (30-36 units) and electives (6 units). The curricu-
lum is expected to be more responsive to the present thrusts in teacher education vis-
à-vis humanism, Filipinism and social responsibility. The implementation of this new
B.S.Ed. curriculum is in accordance with the following schedule: First Year—School
Year 1986-87, Second Year—School Year 1987-88, Third Year—School Year 1988-89,
and Fourth Year—School Year 1989-90.
Similar subject offerings have been arranged for the areas of specializa-
tion in the B.E.Ed. programme and the major areas in the B.S.Ed. programme.
The new set of policies and standards, which includes the new Bachelor
of Secondary Education (B.S.Ed.) curriculum and the curriculum for the Bachelor of
Elementary Education (B.E.Ed.), with additional areas of specialisation, embodies the
revised general principles and guidelines for the establishment and operation of tea-
cher education programmes.
A general pattern of the four-year curriculum is followed by teacher edu-
cation programmes for the Bachelor of Science degree in A g r i c u l t u r a l
Education/Industrial Education/Business Education. As in standard Bachelor of
Science courses,-unit requirements are distributed among the components: general
education, professional education; the area of specialisation, and practicum in student
teaching.
Profile of teacher education institutions. As of the 1981-82 school year,
there were 328 education institutions in the country, distributed in the different regions
as follows:
No. of Teacher Training
Region Institutions
I 34
II 13
III 41
IV 39
V 19
VI 24
VII 19
VIII 12
IX 14
X 27
XI 26
XII 19
N(‘R 41
Total 328
Teacher education programmes are organized using different types of
organizational structure, including teacher education units of universities or other
multi-purpose institutions, independently organized colleges of education and liberal
arts colleges.
Performance analysis. The different educational institutions make use of
the following procedures for evaluation of their programmes: students’ evaluation
(opinion, survey, follow-up studies), evaluation by department heads, results of tea-
cher examinations, evaluation of programmes by faculty, and committee evaluation of
the curriculum.
Accreditation. The Department of Education, Culture and Sports (DECS)
grants deregulated status to accredited schools, inclusive of administrative and finan-
cial concerns. With accreditation, colleges of education and teachers’ colleges are
expected to improve their teacher education programmes. To qualify for accreditation,
institutions must have adequate resources and faculty and student facilities and ser-
vices to meet the standards set by accrediting bodies. A substantial number of teacher
education programmes have already been accredited by recognized accrediting asso-
ciations.
Induction. Basic requirements for admission to teacher education pro-
grammes are graduation from a secondary course and passing the National College
Entrance Examinations (NCEE) which require a 55 percentile score. Besides these
requirements, the majority of institutions have made provision for the selective admis-
sion of students. The bases used for the selective admission of students are intelli-
gence, scholarship, character, personality, health, and communication skills. In gene-
ral, selection of students is based on a combination of these factors. Completion of an
approved course, the B.E.Ed. (Bachelor of Elementary Education) for elementary tea-
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chers and the B.S.Ed. (Bachelor of Secondary Education) for secondary teachers, is
required of all persons entering the profession. Passing the professional board exa-
mination for teachers is required for permanent tenure.
In-service education. Decisions to conduct in-service education usually
result from a programme or project in which new curricula and materials have been
developed and tested in selected curriculum centres or schools for national imple-
mentation. The planning of in-service training on the national level is done by the
bureaus of other agencies which initiate the programme. Contents of the programmes
are generally derived from either a government thrust or a new curriculum that has to
be implemented nationwide. The planning of in-service education programmes before
1975 was highly centralized, with organization and administration occurring at four
administrative levels—national, regional, divisional, and local or institutional.
Supervision was mainly undertaken by a central supervisory staff, while co-ordination
was minimally attended to at the lower levels.
DECS on all levels has established linkages with other government as
well as non-government sectors to provide in-service education to teachers, thereby
effecting savings in terms of manpower, materials and money. Many government
agencies also make use of their linkages with DECS in realising their own objectives.
Thus, in-service programme content includes, among other things, such topics as
population education, taxation, agrarian reform, and other government thrusts of dif-
ferent concerns to other non-education agencies.
Resources for in-service education were provided by agencies initiating or
sponsoring the programme, offices and units at DECS central, regional and division
offices, some state colleges and universities? the National Science and Technology
Authority and private funding agencies, such as the Fund for Assistance to Private
Education. Some international agencies, such as the United Nations Educational,
Scientific and Cultural Organization (Unesco), United Nations Development
Programme (UNDP) and Asia Foundation, also provided some financial support.
Research findings disclosed that funding for in-service programmes came principally
from DECS? but collaborating agencies, such as the National Science and Technology
Authority (NSTA), Commission on Population (POPCOM), the Ministry of Human
Settlements (MHS), and professional associations, such as the Catholic Educational
Association of the Philippines (CEAP), also contributed to the funding.
In-service programmes for public school teachers are mostly undertaken
by DECS, sometimes in collaboration with other ministries, educational institutions,
civic organizations and international agencies, such as Unesco and UNICEF. For pri-
vate school teachers, their in-service education is mostly initiated by their respective
institutions, sometimes with the support of private educational associations, such as
the CEAP and the Association of Christian Schools and Colleges. At the tertiary level,
faculty development is undertaken mostly by the institutions themselves and some-
times by such professional organisations as the Philippines Association for Graduate
Education (PAGE), the Philippines Association for Teacher Education (PASTE) and
the Association of Philippines Colleges of Arts and Sciences.
The objectives of many of these in-service programmes are primarily focu-
sed on the new government thrusts: the development of skills and competencies
required of teachers for new roles and government emphases; orientation to new
concepts; innovations and trends; instructional materials production; information dis-
semination and sharing of experiences; evaluation of programmes and projects; pro-
ject planning and development; and professional advancement.
The methods, techniques and strategies mostly used in in-service educa-
tion are: seminars; workshops; group discussions, which include open forum, panel
discussion and plenary sessions; face-to-face interaction; lectures and practicum; dis-
tance study, utilizing modules; and other self-learning packages. In-service education
is delivered largely by job-related activities, such as workshops, seminars and confe-
rences. These are followed by credential-oriented modes of in-service activities. The
least utilized are the job-embedded and the self-directed modes. The participants in
many of the in-service programmes are classroom teachers, middle-level field per-
sonnel (that is, regional and division heads and supervisors who conducted echo
seminars at their respective places of assignments), educational researchers, and cur-
riculum makers from the DECS central office. The most common incentives are servi-
ce credits, units earned for a higher degree, and other intrinsic and extrinsic motiva-
tions.
Studies conducted on the impact of in-service teacher education pro-
grammes revealed that in-service education has done much to help in the improve-
ment of instruction, as well as in the professional growth of teachers.
In-service education programmes show that teachers’ perceptions of the
effectiveness of in-service education programme are generally similar, regardless of
the teachers’ teaching experience, degree attained or morale.
School-based in-service education. Important features of school-based
in-service education, according to frequency of use are planning and restructuring of
faculty development, faculty reports on new ideas and innovations in education, tea-
cher conferences and conventions, analysis of school needs, teaching demonstra-
tions, and invitation of resource speakers and experts.
Continuing Education of Teacher Educators
Equally important in the introduction of changes in educational pro-
grammes, aside from the in-service education of teachers in the field, is the reorien-
tation and continuing education of teacher educators who teach the pre-service edu-
cation students. With the transitory nature of knowledge, and the changing expecta-
tions of society regarding the teacher’s role, teacher educators need to equip them-
selves with new modes of thought, values and competencies that will help them guide
their students.
Arrangements commonly used by teacher education institutions to upgra-
de their teacher educators in their particular specialisation (that is, in the subject and
pedagogical areas) include in-service training/services, teachers being advised to take
up graduate studies, grant of scholarships/study leaves, conferences and teachers’
forums, peer observation and conferences, summer institutes and participation in acti-
vities of professional organizations.
The Private School Reorientation Programme (PSRP)
Strategies, focus and targets. The PSRP is a training development pro-
gramme which primarily addresses the need for private schools to develop or streng-
then in their teaching staff those values, beliefs and attitudes which are necessary for
nation building, and for a deepening of the commitment to the teaching profession.
The PSRP also addresses the need to continuously upgrade the quality or instructio-
nal programmes.
In connection with the latter, the PSRP is a response to the immediate
need to familiarize elementary school principals and teachers with requirements of the
New Elementary School Curriculum (NESC).
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The PSRP is a continuously evolving programme; hence, different sets of
strategies are employed to meet programme goals, depending upon the needs of the
clientele and the availability of resources. On the whole, the selection of strategies
adopted are guided by the following assumptions:
• The magnitude of the programme requires an efficient and decentra-
lized management structure.
• The financing structure must highlight the private school’s responsibi-
lity to provide appropriate in-service training for its teachers.
• The delivery system must be cost efficient.
• Strategies must successfully link or coordinate with existing pro-
grammes, such as the PRODEDERP (Programme for Decentralized
Education Development—Education Reorientation Programme) for
public school teachers, and with professional and other private edu-
cational associations, to tap and maximize technical and other
resources of both the public and private sectors.
• Training content and processes must respond to the needs of private
schools.
Commitments Relative to Community and National Needs
teacher education programmes have achieved several important things.
They have given due attention to community and national needs, encouraged a posi-
tive attitude towards community involvement, and equipped teachers with the neces-
sary skills and ideas to undertake such tasks regarding community involvement.
Approaches used by teacher education in institutions relative to community and natio-
nal needs are health and sanitation, food production, leadership training programmes,
cottage industries, better agricultural know-how, better water supply, more job oppor-
tunities, population education, prevention of drug abuse, and prevention of child
abuse.
In pre-service education institutional teacher programmes, a majority of
the schools integrate these approaches relative to community improvement in their
curriculum. A few schools integrate them in their co-curricular activities, while the rest
of the schools include them as part of their continuing education programmes.
Issues, New Initiatives and Innovations
Alternative models for teacher education programmes. During the 1970s
and the early part of the 1980s, although teacher education was guided by the guide-
lines provided under Department Order No. 8 of the Revised Teacher Education
Programme, the need to relate teacher education programmes to future needs and
demands in education gained prominence. This has given rise to the issue of which
alternative models for teacher education programmes will best prepare teachers to
cope with the needs and demands of a modernizing society in the Philippines. In view
of this issue, various curriculum innovations in teacher education have been tried out
or advocated, including the one-stream curriculum, the competency-based curriculum,
the practicum-based curriculum, the ladder-type curriculum, and the Integrated
Teacher Education Programme.
The one-stream curriculum provides a broad base of knowledge, content
and professional studies that is considered necessary for the preparation of teachers
at both the elementary and secondary levels. Allied courses are integrated for a
m u l t i-disciplinary and integrated approach to education foundation courses.
Laboratory experiences augment or replace traditional observation and participation,
practice teaching, and off-campus internship. Content integration is achieved through
a course in content orientation in the fourth year.
In the competency-based curriculum, on the other hand, problems in the
areas of development are reviewed in connection with basic functional education with
a view towards defining more specifically the competencies a teacher will need in
areas of development. Here the focus is on adequate preparation and educational
management.
The practicum-based teacher education curriculum was a four-year longi-
tudinal, quasi-experimental, composite research conducted at Pangasinan State
University. This curriculum involves a structured programme in which the student
learns to be an effective teacher by actually being involved with pupils and the com-
munity, while theory and practice are integrated at the earliest stage of the students’
experiences. The student is assisted in becoming a successful beginning teacher
through simple and appropriate classroom and community apprenticeship activities.
The ladder-type curriculum, advocated by some teacher educators, pro-
vides a sequence of courses so that a student who leaves school after the first or any
other year before completing the four-year course may be certified for the following:
after finishing the first year, as a Teacher Aide; after the second year, as a Teacher
Assistant; the third year, as a Teacher Associate; and a full degree is granted upon
completion of the fourth year.
The Integrated Teacher Education Programme (ITEP), which was pilot
tested on a national scale, integrates relevant aspects of the elementary and secon-
dary teacher education programmes. Its main purpose is to prepare a prospective tea-
cher to teach in both elementary and secondary schools.
Collaboration with private organizations and institutions. T h e
Department of Education, Culture and Sports has recently taken the initiative to tack-
le the question of relevant changes in teacher education, such as changes in the cur-
riculum to make it always relevant on a collaborative basis with private organisations
and institutions. The Philippines Association for Teacher Education (PAFTE) has been
called upon, consulted and listened to in the task of redirecting the Teacher Education
Programmes. This is a first step towards a partnership between the government and
private institutions in envisioning, shaping and building the future of the country
through teacher education.
Mendiola Consortium. The Mendiola Consortium is a scheme for the
sharing of resources for teacher education among five universities and colleges: the
University of the Philippines, the University of the East, Far Eastern University, Centro
Escolar University and the Philippines Normal College. The aim is to offset deficien-
cies.
PRODED (Programme for Decentralized Educational Development) .
Regarding the implementation of the new elementary education curriculum, which
started in public schools in SY 1983-84 and in private schools in SY 1984-85, an inten-
sive reorientation programme for the implementors has been conducted by Project
PRODED. PRODED is addressed to redressing disparities between and within
regions in the delivery of services and allocation of resources. PRODED is designed
according to the degrees of deprivation of each region. A massive staff development
programme is launched for DECS personnel at all levels, from director to teacher.
Quality and quantity of students. Recruitment and admission of quality
students into the teacher education programme is a critical concern in teacher educa-
tion. Enrolment in teacher education colleges has declined in recent years, as the tea-
ching profession seems to have lost its appeal in the eyes of capable young people.
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This concern is inextricably linked with the status and prospects of the teaching pro-
fession, as well as with the comparatively poor economic rewards for teachers which,
to many young people, are unattractive. In view of this situation, teacher education ins-
titutions are faced with the problem of providing incentives to capable young people to
encourage them to take up teaching courses in colleges.
Financial viability of teacher education institutions. The present eco-
nomic crisis confronting Philippine society has affected the financial viability of teacher
education institutions, particularly private schools whose main source of income are
students’ tuition fees. As of 1982-83, there were 328 teacher education institutions,
around 85 per cent private institutions, and 15 per cent state schools. Of late, certain
government policies, such as PD 451 (control of tuition fees and allocation of tuition
fee increases) and wage orders, have caught schools unawares. Sources of financial
constraints include small enrolments, students from poor families, and low tuition fees.
Under such financial constraints, the teacher education programmes of the different
colleges and universities have suffered considerably, because they are unable to pro-
vide the essential facilities and services urgently needed to maintain their pro-
grammes. The lack of facilities and services has also had adverse effects on the qua-
lity of instruction.
In-service/continuing education of teachers in the field and teacher
educators. Any change in the programmes of education, or any innovation on the tra-
ditional model in education, can only hope to succeed if the transition takes place gra-
dually—that is, without considerable upheaval. To achieve this, it is essential that edu-
cational change start in teacher education, because provision of a reorientation and
continuing education is required in any innovation for teachers, since the history of the
Philippine educational system shows that educational innovations and reforms have
failed because the implementors were not properly oriented and prepared for the inno-
vations.
Equally important in the introduction of changes in educational pro-
grammes, besides the in-service education of teachers in the field, is the reorientation
and continuing education of teacher educators who teach the pre-service education
students. This is particularly imperative if changes are to be made in teacher educa-
tion programmes. These will be necessary if teacher education is to take the lead in
introducing changes in the system. This is based on the premise that a teacher is in a
better position to give more in his or her teaching if he or she possesses the compe-
tency and virtues that the students are expected to develop. With the transitory natu-
re of knowledge, and the changing expectations of society regarding the teacher’s
role, teacher educators need to equip themselves with modes of thought, values and
competencies that will help them guide their students. If they hope to guide and teach
prospective teachers in the utilisation of new teaching approaches and strategies,
then they have to be models who can demonstrate and not merely talk about new
approaches and strategies. The problem, in most cases, is that teacher educators
have generally remained conservative in their orientation.
Dearth of research on Philippines teacher education. There is a dear-
th of research on teacher education in the Philippines. Much of the empirical resear-
ch in teacher education is based on theses and dissertations, and has provided very
little direction for educational planners and decision makers in their decisions and futu-
re plans of action in teacher education. These studies provide scant information about
such matters as: specific, successful teacher education programmes; methods and
strategies that were effective; the components necessary to effect pre-service and
in-service teacher education programmes which can validly be held accountable; the
empirical evidence of effective instruction on which teacher education programmes
must be based; competencies of effective teachers which must be taught to future tea-
chers; and even what constitutes effectiveness.
Future Directions in Teacher Education
Drastic changes have been taking place in the political? social and eco-
nomic milieu in which the Philippine educational system operates. The trend of late,
however, is the initiative being taken by the government, particularly the Department
of Education, Culture and Sports, to tackle the issues confronting Philippine educa-
tion. The initial focus of development plans for education is on improving the status of
the teaching profession vis-à-vis teachers’ salaries.
Ongoing reorientation of the education of teaching personnel will be conti-
nued, both for public and private school teachers, in established centres for this pur-
pose. The granting of certain incentives and benefits to voluntarily accredited teacher
education institutions is expected to further upgrade teacher education programmes.
The evaluation and development of teacher education programmes will continue to be
conducted on a collaborative basis with professional and non-governmental agencies.
Specifically, future directions for teacher education are likely to involve the
following:
- the allocation of substantial funds for teacher education to attract qua-
lity teachers and quality students; and a substantial allocation for tea-
chers’ salaries to inspire and hold teachers in the profession;
- relating teacher education programmes to community and national
needs which make use of alternative models that can cope with the
needs and demands of a modernizing Philippine society; and
- the extension of research studies utilizing baseline data provided by
surveys.
While surveys may provide baseline data, the studies will need to be
further extended to use the data for meaningful research output that can contribute to
existing knowledge. This will include further in-depth research to:
- determine priorities in the programme that will require proportionately
increased funding;
- examine the adequacy and relevance of the content of the different
subjects;
- evaluate the relevance of teacher education programmes to national
development goals to make them more responsive to national needs
and aspirations;
- provide needed information in formulating effective policies and prac-
tices in teacher education;
- increase the amount of dependable information about teacher educa-
tion; and
- determine teacher success and effectiveness that is attributable to
pre-service and in-service education.
Several types of studies on pre-service education are also likely to be
undertaken.
• Longitudinal studies: These are likely to include long-term predesi-
gned studies that show how selection, training and placement
variables moderate each other, and how they may be linked to teacher
success. Teacher education institutions may consider this as an insti-
tutional research.
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• Selection studies: These are likely to involve studies that look into the
motivational basis for choosing teaching as a career. An early decision
to take up teaching is important in persistence and teaching success.
• Training studies: These include studies on the development of training
procedures that are indigenous to Filipino culture, and ones that utili-
ze technologically-based simulation procedures and the testing of
such procedures against the criterion of preparatory teacher training.
• Placement studies: These should involve studies that look into ways
by which beginning teachers are socialized, the effects of different
types and amounts of supervision on beginning teachers, the influen-
ce of immediate peers, the influence of pupil behaviour on teacher
behaviour, and the effects of training procedures on the types of envi-
ronment in which a teacher is placed.
• Research on teacher effectiveness: These should involve studies that
help establish those teacher behaviours which theoretically would
become the competencies to be taught to future teachers during
pre-service education and teachers already in the service. Such stu-
dies will improve teacher training in the foreseeable future.
There are also likely to be studies on in-service education that involve the
following considerations: the utilization of research results of in-service education
study to determine the extent of utilization of research results by end users and poli-
cy makers as bases for improving pre-service and in-service programmes; the articu-
lation of in-service education in public and private schools; the integration of pre-ser-
vice and in-service programmes, since there is a need to provide better integration
and articulation between the programmes of teacher education at the pre-service and
in-service phases necessary to effect this continuum; and a holistic study of the struc-
ture of in-service education, because the four dimensions of in-service education—
governance, substance, delivery and mode—must be considered as a system of
research, rather than as a single component.
.Chapter 12
SRI LANKA
Recent Developments in Teacher Education
Background
The beginning of teacher education in Sri Lanka occurred in the mid-eigh-
teenth century when, under the Dutch rule, a Normal School for the training of tea-
chers was set up in 1747. The British started a similar school in 1842. The first govern-
ment teacher training college was set up in 1903. The various denominational bodies
had their own teacher training colleges for the training of their teachers. All of these
teachers’ colleges were vested in the State in 1960.
The training of graduate teachers, which started in 1944 at Thurstan
Teachers’ College, was handed over to the University of Ceylon in 1949. Since then,
various universities in the island have been conducting teacher training at the
post-graduate level. One recent development in teacher education at this level has
been the establishment of the Faculty of Education in 1975 at the University
of-Colombo by merging the four Departments of Education at the universities of
Peradeniya, Vidyodya, Vidyalankara and Colombo. In 1978, the universities of
Peradeniya and Jaffna were allowed to reconstitute their Departments of Education.
These two universities and the University of Colombo presently offer teacher educa-
tion programmes at the post-graduate level.
Despite a long history of teacher education, by the mid-1970s, there was
a large number of untrained teachers in the school system. For example, in 1975, out
of a total of 99,067 teachers employed on the island, 42 per cent were untrained. This
situation has prompted a number of rapid changes in the structure of teacher training
in Sri Lanka. For instance, correspondence training programmes for general and
post-graduate training have been introduced into the structure, whereas primarily ins-
titutionalised training had been provided earlier.
By the mid-1970s, there were six categories of training programmes avai-
lable. These were:
- a two-year general in-service training course for primary teachers
conducted by the teacher training colleges;
- a two-year specialist in-service training course for secondary teachers
conducted by the teacher training colleges;
- a one-year post-graduate diploma course for graduate teachers
conducted by the universities;
- a two-year primary school teacher’s correspondence course conduc-
ted by the teacher education branch of the Ministry of Education;
- a two-year post-graduate diploma in education correspondence cour-
se conducted by the external services agency of the University of
Ceylon; and
- a four-year Bachelor of Education Degree programme designed to be
a pre-service training course for intending graduate teachers. This
programme was scrapped in the early 1980s because of difficulties
providing employment for the graduates.
In 1972, some major changes in the education system and, in particular,
a new curriculum at the primary and junior secondary levels, were introduced. As a
result, the need arose to provide in-service refresher courses to assist teachers in
implementing the new curriculum. Consequently, the 1970s witnessed an increased
interest on the part of the Ministry of Education to accelerate and expand teacher trai-
ning programmes, with two main results.
• Provision was made to enable a considerable increase in enrolments
in existing training programmes.
• The Ministry, Regional Departments of Education and the Curriculum
Development Centre initiated different types of in-service programmes
in the form of weekend and vacation courses, seminars, workshops
and afternoon study groups.
By 1978, there were 27 teacher training colleges catering to the training
needs of non-graduate teachers. These offered a two-year in-service course to train
teachers for primary and junior secondary grades. Teacher education courses also
have been provided for both graduate and non-graduate teachers by the correspon-
dence unit of the teacher education branch of the Ministry of Education.
In 1979, a major reorganisation of programmes at the teacher training col-
leges occurred. An extra year of training was added because it was believed that the
existing two-year course was inadequate in meeting the academic and training needs
of trainees, and the curriculum was revised to include courses in the Sinhala and Tamil
languages. Of special interest is the introduction of periodic field training for trainees,
the main objective of which was to familiarize trainees with the more practical aspects
of teaching. Field training, initiated in 1979, required a trainee to spend specified per-
iods of the three-year training period alternately in their training college and in a
school. This scheme, however, was revised in 1981 and 1982.
In 1979, teacher training colleges provided the following courses: primary
education, science, mathematics, English, religion, social studies, aesthetics, and
technical subjects, including home science and handicrafts.
The changes and innovations introduced in the teacher training pro-
grammes undoubtedly raised the professional standards of the teaching profession.
However, despite varied attempts made by the Ministry of Education and its agencies
and the universities to provide training for all teachers, more than a quarter of whom
still lack professional training.
Significant Initiatives in Teacher Education over the Past Three Years
School-based in-service teacher education. This includes staff deve-
lopment programmes for master teachers, staff development workshops and seminars
for advanced level teachers, in-service programmes for teachers of English, computer
education programmes for teachers and teacher educators, and appointment of
in-service advisers and coordinators on a zonal basis.
Teacher induction. This includes induction programmes for school tea-
chers in plantation areas, three-week induction programmes for new advanced
level-qualified and graduate teacher recruits, and induction programmes for teachers
of English.
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Distance education. This includes preparation and revision of tea-
ching-learning materials for primary and secondary teacher training programmes, pre-
paration and revision of teaching-learning materials for post-graduate courses by the
Open University, and graduate teacher training programmes of the Curriculum
Development Centre.
Staff development. This includes staff development for lecturers in the
colleges of education, staff development workshops for master teachers, advanced
level teachers and field coordinators, and staff development programmes for school
principals and education officers.
The establishment of the colleges of education is one of the most impor-
tant innovations in recent times; details of this scheme are provided in the following
section. Figure 12.1 shows the structure of teacher education in Sri Lanka.
Current Provision for Teacher Education
In-service Teacher Training Programmes
In-service training: university level. The Faculty of Education at the
University of Colombo, the Department of Education at the universities of Peradeniya
and Jaffna, and the Open University of Sri Lanka, provide programmes for teacher
training at the post-graduate level. The main programme at all of these institutions is
the post-graduate Diploma in Education course. The universities of Colombo,
Peradeniya and Jaffna offer two programmes in this area: a full-time one-year pro-
gramme for private and pirivana (monastic institutions) school teachers, and a
part-time two-year programme for government school teachers serving in schools
within a ten-mile radius of the university.
The course structure at all three institutions is almost identical.
Compulsory courses include curriculum and school organisation or educational admi-
nistration, principles and problems of education, educational psychology, educational
measurement and evaluation, comparative education, methodology, practice tea-
ching, and an essay on an approved topic.
Students also are required to select two optional subjects from a number
of specialized areas to comprise a single unit at the final examination. Subjects inclu-
de pre-school and primary education, tertiary education, educational guidance and
counselling, educational planning, lifelong education, educational technology, educa-
tional sociology, Buddhist education, special education, educational philosophy, edu-
cational statistics, and environmental education.
Of special interest is the practice teaching component of the programme,
in which each student is required to practice teach either in his or her school or in a
selected school for a minimum of ten weeks. Two university staff members observe
and assess each student’s work during teaching practice. Overall performance of the
students in this programme is assessed by a final examination, and those who satis-
fy the standards are awarded the post-graduate Diploma in Education.
The Faculty of Education also offers a number of other programmes lea-
ding to the award of a diploma. The diplomas in teaching of English as a second lan-
guage (TESL) and educational testing and statistics cater to the special training needs
of teachers and other educational personnel, while the diploma in community deve-
lopment offers an opportunity for further training for those involved in community deve-
lopment work.
Open University programmes. The Open University of Sri Lanka has the
largest enrolment in the post-graduate Diploma in Education programme. This pro-
gramme is designed to provide in-service, on-the job training for graduate teachers. It
is a part-time two-year course.
Figure 12.1
Structure of Teacher Education in Sri Lanka
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The University provides learning materials to students in the form of prin-
ted learning units. Students are expected to study these units and complete assign-
ments as part of the course requirement. The practice teaching component and the
final written examination are compulsory requirements to obtain a diploma.
The significant difference between the programmes of the Open
University and those of other universities relates to the structure of the courses. While
the universities provide different ‘subject courses,’ the Open University offers an inte-
grated course of study in which students move from one integrated unit to another.
- The Open University has decentralised its academic activities to cater to
the large number of students enrolled, the present enrolment being around 2,500 stu-
dents. The Open University has established five regional centres, located at Colombo,
Kandy, Kegalle, Ambalagonda and Matara. Their purpose is to cater to the training
needs of teachers in a more comprehensive manner than previously available. These
regional centres are responsible for organizing seminars for students. The seminars
supplement course material offered to students.
The Open University seeks and receives assistance from lecturers at
other universities and master teachers in evaluating practice teaching, marking exa-
mination papers, and conducting seminars.
The Open University also offers a programme for training pre-school tea-
chers. The present enrolment in this programme is around 390 students.
All universities have professionally qualified and trained personnel to
conduct the programmes. However, one pressing problem is that library facilities, lec-
ture rooms, teaching-learning materials, and equipment and facilities for staff use are
inadequate and urgently require improvement.
In-service training: teaching training colleges. There are at present 16
teacher training colleges in Sri Lanka which provide institutionalised in-service teacher
training for non-graduate teachers. These colleges are located at Anuradhapura,
Gampola, Balapitiya, Bolawalana, Unawatuna, Dambadeniya, Maharagama,
Giragama, Matara, Talawakele, Peradeniya, Palali, Kopai, Batticaloa, Aluthgama and
Addalachenai. Their programme structures are almost identical. The course lasts
three years, of which one year is a trainee internship period.
The main objective of this in-service programme is to produce a sufficient
number of trained teachers of a high calibre to meet the requirements of all types of
schools within the education system. The main features of this programme include
provisions to acquire:
- professional competency through such courses as educational psy-
chology and educational philosophy;
- academic proficiency though courses in school subjects;
- language proficiency through courses in Sinhala, Tamil and English
languages;
- aesthetic skills through such courses as art, music and dance; and
- practical experience through teaching practice.
Teaching strategies adopted in these institutions include lectures,
demonstrations, discussions and team teaching. Students are also required to com-
plete projects and short assignments in a selected subject area. Evaluation of student
performance is determined by written examination and oral test. There are four exams,
two mid-year and two annual, the latter being conducted at the end of each of the first
two years. Upon completion of the third year (i.e. internship), trainees face an oral exa-
mination designed to test their professional readiness. Each teacher training college
has a Board of Evaluation which is responsible for all evaluation work. These boards
comprise principals of the colleges, senior lecturers and officers of the Ministry of
Education.
From 1982 through 1985, 13,009 Sinhala Medium trainees and 3,006
Tamil Medium trainees completed courses at these teacher training colleges. In 1986,
the 16 colleges had a total of 3,487 trainees undertaking specialised training in such
areas as science, mathematics, primary education, home science, religion, agricultu-
re, Sinhala, English, Tamil, Arabic, technical education, special education, music,
dance and art. The staff of the teacher training colleges are professionally trained, with
the majority holding post-graduate qualifications. Although there are some shortco-
mings within existing facilities, recent steps have been taken towards improvements.
In-service training: school-based. School-based in-service teacher trai-
ning is a regular activity undertaken primarily by the Ministry of Education and its
agencies. It is a type of training that has many facets. For instance, it can take the form
of an induction course, on-the-job training within an institution in which the trainee is
employed, or continuing education for updating knowledge and skills.
The Ministry of Education promotes a large number of school-based
in-service programmes. The Curriculum Development and Teacher Education (CDTE)
division of the Ministry is in charge of training in the areas of technical education, aes-
thetic education, and the Sinhala language (years 6 to 11) programme. In-service trai-
ning in physical education (6 to 11) is planned and organized by the Education
Ministry. The primary in-service programme is the responsibility of the primary unit of
the Curriculum Development Centre (CDC). Junior secondary and secondary (6 to 13)
in-service teacher training is handled by the CDC.
At present, there are about 60 education officers and 1,000 master tea-
chers implementing school-based, in-service training programmes throughout the
country.
In-service Training - Special Projects
In-service training in life skills. As a result of the education proposals
for reform in 1981, the new subject area of ‘life skills’ was introduced into the curricu-
lum in 1984. This subject introduces the student to the world of work and provides
domestic skills, as well as certain prevocational skills. This curricula innovation has
necessitated the training of teachers for its successful implementation. As a result, the
special unit in charge of the life skills project was charged with the responsibility of pro-
viding in-service training to teachers in the relevant areas. Since 1983, approximately
1,250 teachers have been trained under this project.
In-service training in counselling and guidance. The guidance and
counselling unit of the Ministry of Education identified the need to have trained tea-
chers in guidance and counselling at school levels. Two pilot projects have been com-
pleted as an initial step towards formalizing training, with about 200 teachers being
trained under this scheme.
In-service training in physical education.A short, week-long residential
programme for training physical education teachers is conducted by the Ministry of
Education. Its main purpose is to provide instruction in the content of the school syl-
labus (S-11) in physical education and in methodology, as is appropriate for imple-
mentation. The physical education unit of the Ministry is of the opinion that more trai-
ning centres and equipment, further training of staff, and the appointment of teacher
educators on a district basis to supervise physical education teachers are needed to
improve the quality of physical education training.
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In-service training in aesthetics. In 1985, a teacher training institute for
research and aesthetics was started at Meepe. The formal programme came into ope-
ration in 1987. In 1985, Rs.5,000,000 was spent to provide buildings, hostel facilities,
lecture halls and an open-air theatre. This institute has come under the control of the
National Institute of Education.
In-service training in computer education. A computer education unit
was set up in 1983 to prepare students for a future affected by the impact of informa-
tion technology, and to improve the quality of education through the use of the com-
puter. This has resulted in an innovative computer education programme leading to
the training of teachers in computer technology. As of 1986, about 200 teachers had
been trained under this programme.
In-service training: distance education project. A special programme
was launched in 1981 as a pilot project to train the large numbers of untrained tea-
chers through the use of distance education techniques. This was undertaken by the
distance education unit of the Ministry of Education, with assistance from the Swedish
International Development Authority (SIDA).
The actual academic programme was started in 1983, with the training
under this scheme being carried out through a modular approach. Specific areas of a
particular subject were organized into modules consisting of an introduction, state-
ment of objectives, indication of subject matter, a pretest, a post test and an assign-
ment. Under this scheme, a trainee was expected to study independently. Students
receive assistance through contact sessions, study circles and practical sessions
conducted by tutors and instructors.
At present, two courses are offered under this project: primary education
and science/mathematics subjects which include mathematics concepts, mathema-
tics, and science environment studies.
One of the special features of this teacher training project is its potential
to reach teachers in distant and remote areas who have been denied the opportunity
to further their education. The programme is also able to take in larger numbers of tea-
chers for training. So far, two batches (1983 and 1986) totalling 9,500 trainers have
received training under this project.
Another special feature of this scheme is the provision of staff develop-
ment opportunities to the tutors. An opportunity to update their knowledge is provided
through seminars, workshops and discussions attended by experts, university tea-
chers and Ministry officials.
In 1987, distance education training was extended to the estate sector. It
is also proposed to offer pre-service training and retraining to trained teachers who
have taught for ten years after training. The modules will be revised periodically, as the
need arises.
SIDA officials periodically visit Sri Lanka to supervise and monitor the pro-
gress of this project.
In-service training: graduate staff development programmes of the
CDC. The graduate staff development programme was inaugurated in 1985 as a pilot
project to provide on-the-job training to graduate teachers. In 1986, the actual pro-
gramme went into operation. Under this scheme, graduate teachers were initially
selected from ten education regions. The intake in 1986 was 625.
An innovative aspect of this programme has been the organisation of the
course into semester units. The programme consists of four semesters, each lasting
six months.
Fifty regional advisers, selected from among professionally qualified and
experienced teachers, conduct the training sessions. Activities include lectures, dis-
cussions and practical assignments. Sessions are conducted on week-e n d s .
Teaching-learning materials used at the regional centres are prepared at CDC work-
shops. Evaluation of student performance is by assessment, tests and a final exami-
nation.
The curriculum of the graduate staff development programme is as fol-
lows.
- Major fields: educational psychology, great educators, trends in edu-
cation, instructional management, evaluation and measurement,
school and community, and teaching methods, learning theories and
classroom techniques.
- Special methodology: mother tongue, primary education, social stu-
dies, science, commerce, mathematics and aesthetics.
- Professional subjects: educational administration, educational resear-
ch, guidance and counselling, curriculum development, computer
education, and educational technology.
- Open education: team work, projects, and English for special pur-
poses.
Professional In-service English Teacher Training Programme (PRIN -
SETT). In January 1986, a special teacher training programme was started by the
English unit of the CDC to train English teachers in Sri Lanka.
Selections to the two-year programme are based on results of the teacher
training college entrance examination. Those who do not qualify to enter a teachers’
college, but who obtain the next highest marks, are considered for selection to the
PRINSETT programme.
Six regional centres in Colombo, Kurunegala, Ratnapura, Galle,
Bandarawela and Anuradhapura have been established to implement the programme.
Contact sessions held on week-ends are the main method of training. The curriculum
consists of three components: subject knowledge, methodology and professional sub-
jects.
In-service training: special projects in primary teacher training.
Three special training projects, funded by foreign agencies, have been implemented
to cater to the special needs of primary schools in Sri Lanka. These projects are:
- the Multigrade Teaching Methods and Remedial Teaching—funded by
Unesco, this project is presently in operation in the four districts of
Colombo, Kandy, Kurunegala and Galle. Five schools from each dis-
trict are included in the programme. Training mainly occurs through
workshops in which both the preparation of teaching-learning mate-
rials and training in the use of the materials are carried out;
- the Primary School Development programme—the purpose of this
programme, funded by SIDA, is to improve the infrastructure, curricu-
lum and teaching in primary schools; and
- the Joint Innovative Project for Quality Improvement (funded by
Unesco).
Pre-service Teacher Education Programmes
Pre-service education: colleges of education. One of the greatest
shortcomings of teacher recruitment policy in Sri Lanka has been the appointment of
professionally untrained and academically unqualified persons to the teaching profes-
sion. The lack of pre-service training facilities, an urgent need to remedy the problem
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of teacher shortages in schools, and unemployment have led to the adoption of this
policy. As a result, not an encouraging one, there were about 25,000 untrained tea-
chers in Sri Lanka at the end of 1984. The adoption of a new policy, whereby in the
future no one can become a state school teacher unless he or she first possesses
adequate training, is a very definite step towards improving the professional standards
of teachers.
Educational institutions known as ‘colleges of education’ have been set up
by the Ministry of Education primarily to provide pre-service training to prospective
teachers. Six such colleges were set up in 1985: Mahaveli, Siyane, Hapitigama,
Sariputta and Pasdunrata colleges of education and the College of Education. A col-
lege of physical education, Nilwala College, was opened in October 1986. It is expec-
ted that three more such colleges will be set up by the end of 1987. When all ten col-
leges are in operation, it is anticipated that no additional untrained teachers will enter
the system.
There are 1,605 teacher trainees in the seven colleges of education.
These trainees are selected from among persons, 18 to 22 years of age, who have
passed the general certificate of education at the advanced level examination. The
colleges provide residential facilities to trainees and most of the staff.
The objectives of the colleges of education are to:
- produce teachers endowed with the qualities reflected in the objec-
tives of teacher education. It is expected that these teachers will pos-
sess the knowledge, skills and attitudes that are functionally essential
to teach specific areas in the school curriculum and carry out the
various other duties of teachers, as expected within the particular
context of the Sri Lankan school system;
- encourage the professional growth of their own staff through the
mutual exchange of expertise and other resources; and
- improve the educational standard of schools around the colleges of
education by enriching their curricula and teaching techniques, and by
serving in an advisory capacity.
The curriculum of the colleges of education consists of four major areas:
foundation courses in education, courses in general education, areas of specialisation
(these areas form the subject matter and content of the instructional programme), and
unscheduled activities (these include sports and other extra curricular activities).
Evaluation of the performance of trainees is by regular assessment, tests
and a final examination. Class attendance, active participation, and completion of spe-
cified assignments, projects and term papers are also course requirements.
The courses of study currently taught at the colleges of education are:
foundation courses in education; courses in general education; specialized courses in
mathematics, science, primary education, English as a second language, health and
physical education, home economics, religious education, aesthetics, special educa-
tion and language studies (some of which are courses proposed for the future); and
unscheduled activities, including Guiding and Scouting, societies and clubs, cultural
activities and hobbies.
One of the encouraging aspects of the colleges of education is that most
are well equipped with suitable buildings, audio visual equipment and other facilities.
They also have well -qualified staff.
Prospective Teacher Education Programmes
Pre-service training: plantation sector. This project was started in 1985
by the Ministry of Education to enable the plantation areas to provide sufficient tea-
chers for their schools, as it was difficult to retain trained teachers who came from out-
side these areas. The project has been in operation in five districts: Nuwara Eliya,
Bandarawela, Kandy, Kegalle and Ratnapura, all of which include plantation areas. It
is implemented as a decentralized programme, the Regional Director of Education
implementing the programme with assistance from regional coordinators.
Ten centres, located in selected schools, have been set up for the training
activities. Training, which lasts one year, revolves round a curriculum which includes
Tamil language, mathematics, the cultural heritage and socioeconomic environment of
Sri Lanka, foundations in professional education, English, and Sinhala language.
Course guides and other teaching-learning materials are provided by the Ministry of
Education. Evaluation is by regular assessment and two biannual examinations. About
573 trainees have completed training under this project.
Pre-service training: induction programmes. At present there are three
induction programmes for newly recruited teachers in Sri Lanka.
• Induction programme for new recruits with GCE A/L and degree
qualifications: This was started in 1983 with the aim of providing expe-
rience for new recruits to enable them to eliminate the possible mis-
takes a teacher with no teaching experience or training could make.
The programme lasts three weeks; 2()s000 teachers have benefited
from the programme. However, the tremendous enthusiasm with
which this programme was originally implemented has declined
considerably, due to a reduction in funds, a lack of co-ordination bet-
ween training institutions, and difficulties involved in hiring educators
from training institutions.
• Induction programme for newly recruited English teachers: This is
similar to the previous programme but is intended for teachers of
English. The programme has benefited from foreign expertise.
• Induction programme for teachers in the plantation sector.
Continuing Education of Teachers
Numerous programmes in the form of organized seminars, workshops,
conferences, study circles, guidelines on new innovations, and the supply of informa-
tion are regular measures adopted to help update the education of teachers.
Apart from these measures, educational institutions also provide opportu-
nities for the continuing education of teachers. The universities of Colombo,
Peradeniya and Jaffna offer higher degree programmes for teachers to help them fur-
ther their knowledge in specialized fields of study. Master’s and Doctoral programmes
are available to students at these universities —the former lead to a Master of Arts and
Education (M.A.), Master of Education (M.Ed.) and Master of Philosophy in Education
(M.Phil.), and offer students the opportunity to specialize in an area of study. The
higher degree programmes offered at the university level also require a research com-
ponent, leading to a thesis or dissertation being presented for the award of the degree.
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Staff Development: The Staff College for Educational Administration.
The Staff College for Educational Administration (SCEA) was established in 1976 with
the primary aim of providing institutional management training for educational admi-
nistrators in Sri Lanka. At the beginning, its functions were limited to the training of per-
sonnel in the Sri Lankan education service. With the introduction of educational
reforms in 1982, the functions have been expanded to include the training of school
principals and deputy principals, and the providing for consultancy services and
research. Recently, the SCEA was further restructured to facilitate greater internal dif-
ferentiation of its activities. The academic division was reorganized to consist of four
specialized areas: management and organization, planning and resource manage-
ment, educational supervision and personnel management, and distance education.
The management and organization section has as its foci the education
system and its environment, organizational analysis and structure, the management
of such special programmes as primary and secondary education, the organisation
and management of schools, and innovations in the field of educational management.
The planning and resource management section specializes in manpower planning,
resource planning, budgeting, monitoring and evaluation systems, financial manage-
ment, and supplies and materials management. The educational supervision and per-
sonnel management group specializes in education systems, theories of education,
comparative education, and various aspects of personnel management relevant to
supervision, such as staff development, training, motivation, conflict resolution and
team building. The distance education section is responsible for distance training,
applied research, publications and documentation.
At present, the regular programmes of the SCEA cater to the training
needs of personnel in the Sri Lankan education service and the principals of type 1A,
1B and 1C schools —that is, schools with GCE A/L classes. Since it is impossible for
the SCEA to undertake the entire training of all levels, district management centres
have been set up to cater to the training needs of other groups. These centres, with
advice from the SCEA, undertake the training of principals of type 2 and type 3 (junior
secondary and primary) schools, deputy principals and the sectional heads of schools.
The SCEA planned to offer a graduate diploma course in educational administration
beginning in 1987.
Needs Assessment
There are few studies in the field of teacher education in Sri Lanka.
However, there has been a survey of teacher education relating to identifying crucial
community and national development needs and to examining the extent to which tea-
cher education programmes take account of these. The following needs have been
identified and developed through the review of available literature, interviews with edu-
cationists, economists, sociologists and scientists, and written responses to the
Teacher Education Survey of 1986.
• Philosophical (inculcation of attitudes positive to national develop-
ment): A new philosophy with relevance to basic community and natio-
nal development and which highlights the importance of national har-
mony needs to be evolved.
• Social: This includes the emergence of desirable and honest leader-
ship; greater moral and cultural consciousness in the society;
inter-communal understanding, ethnic harmony and social integration;
an awareness of civic responsibility; the need to articulate views free-
ly and develop a sincere dialogue between literates and illiterates for
active participation in economic, cultural and social affairs; and a pro-
gramme to raise the social standards of the rural community.
• Educational: Needs include a new philosophy of education pertinent
to Sri Lanka; skill development related to national development; a
greater awareness of further education for the needy; education for
democratic citizenship; education for the improvement of health and
nutrition; availability of non-formal technical education for school chil-
dren during week-ends and vacations; educational programmes direc-
ted towards research and community development; improvement in
the standard of literacy among those who are motivated to reduce the
rate of drop-outs; the use of media (radio, television, the press) as a
vehicle for instruction in education; educational programmes for the
young; guidance for self- and group learning; reformulation of educa-
tional objectives to suit present-day community needs; acquisition and
application of new knowledge and skills; establishment of reading
centres and public libraries in every community to nurture reading
skills; and equipping libraries with modern journals, magazines, news-
letters, reports and books.
• Economic: This includes an awareness of economic needs and the
resources (natural and human) available in the community; the use of
available resources to support the maximum number of projects; ave-
nues for economic development; the improvement of subsistence
agriculture; raising the economic standard of the rural community; the
implementation of community participation economic programmes;
the dissemination of information to increase awareness among consu-
mers; the utilisation of capital and intensive technologies to increase
productivity; the dissemination of information regarding self-employ-
ment projects; and the encouragement of savings at both the national
and individual level.
• Cultural: An awareness of cultural integration and harmony.
To encourage a positive attitude towards community involvement and
equip teachers with the necessary skills and ideas to undertake their task, most tea-
cher education programmes stress the importance of community development, the
place of the school in the community, and the role of the teacher as an agent of chan-
ge. Most of this is imparted in theory or as subject matter, a lack of practical training
in some of the programmes being a major drawback.
Some teacher education programmes carry out certain activities which
pertain to community development. For instance, recently developed teacher educa-
tion programmes, such as the pre-service institutional three-year teacher education
programme and the staff development programme organized by the CDC, give increa-
sed importance to this area.
Within pre-service institutional teacher education programmes, ‘School
and the Community’ is one of the compulsory subjects under the professional compo-
nent. Community development, community-based economic activities, problems in the
rural community (such as malnutrition and poor health), skill development needs, and
school drop-outs are some of the subject areas in this course. It is expected that stu-
dent teachers will acquire important practical knowledge and skill development
through the course. Time is allocated for projects and assignments so that students
can learn to live within the community, study its problems, determine procedures to
solve its problems and, as a result, assist the community. Student teachers are also
expected to try out measures to encourage more community involvement in educatio-
nal matters. Another compulsory subject, ‘Sociological Foundations of Education,’ pro-
vides the theory behind the field study.
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Within the Diploma in Education programme (distance), which is organi-
zed and implemented by the Curriculum Development Centre, ‘School and the
Community’ is a compulsory subject, with theory and practical knowledge being deve-
loped through assignments and projects. In this programme, teachers are also expec-
ted to undertake research related to both the community and education.
Distance teachers’ training, under the distance education unit, has identi-
fied needs regarding agricultural and industrial development, and has attempted to
develop skills pertaining to agriculture and industry through educational programmes.
For instance, with regard to the health needs of the community, it has attempted to dis-
seminate information to overcome health problems. The literacy programme organi-
zed by the distance unit has helped combat the problem of illiteracy, especially in the
rural community.
Primary school-based in-service programmes have taken into considera-
tion several problems in their teacher training programmes, including illiteracy,
drop-outs, health needs, environment and awareness.
Issues, New Initiatives and Innovations
Funding. There is a broad network of teacher education facilities in Sri
Lanka today. The Ministry of Education, in recent years, has made a conscious effort
to upgrade teacher education facilities at all levels. New initiatives, such as the esta-
blishment of the colleges of education and decentralised school-based in-service pro-
grammes, have opened new avenues for the training and education of teachers. The
crucial concern, however, involves maintaining the high standards of the programmes
to achieve quality improvement in education.
Of critical importance is the funding of teacher education. Currently, about
one-tenth of the total education budget is spent on teacher education. In 1986, the
Ministry of Education estimated an expenditure of Rs.4,117,755,000 on education.
That year also witnessed the greatest amount of money allocated for teacher educa-
tion. The Ministry allocated a total of Rs. 234,950,000 for improvements to and
construction of physical plants in teacher education institutions in 1986, whereas only
Rs. 46,500,000 had been allocated in 1985.
Considerable foreign aid has also been granted to Sri Lanka for some of
the teacher education programmes. For instance, in 1985, SIDA granted Rs.
4,700,000 for the distance education programme. Similarly, Japan granted
Rs.181,000,000 in 1986 for establishing one of the colleges of education.
Despite the encouraging increase in government expenditure on teacher
education, there is still a need for more funds. Maintenance of the newly established
colleges of education and preserving desired standards constitute major areas of
increased expenditure. Lack of adequate finance could be a serious obstacle to pro-
gressive implementation of this innovation. Existing teacher training colleges also
require large amounts of funds for their maintenance. If adequate funds are not regu-
larly provided for needed repairs, payment of electricity bills and obtaining new equip-
ment, the resources already avaiLable at these institutions are likely to be wasted.
Another critical area of increased expenditure is in curriculum implemen-
tation, administration and supervision. Financial allocations for these activities have
decreased; yet continuous curricular development, as well as staff development, in all
of the teacher education programmes is essential if quality in teacher education is to
be assured.
It is also necessary to adequately staff the newly established colleges of
education, the higher institute of English education and the national institute of edu-
cation. Staffing through secondment has the disadvantage of making it difficult to
continuously obtain the best services of people. It is necessary to have qualified per-
manent staff in these institutions. More funds are needed to provide for this. Teacher
training colleges have 42 vacancies which are being covered by seconded teachers,
a situation that has to be remedied.
There is also a need to provide funds for new and advanced equipment
for use in teacher education programmes. New ventures, such as the computer edu-
cation programme, require modern technological equipment. Present-day teacher trai-
ning requires the utilization of such modern equipment as video players, recorders,
televisions, and overhead projectors. Libraries at the training colleges are in deplo-
rable condition, and newly established training institutions require advanced library
facilities.
Funding for all present and future training programmes becomes more
problematic because of the increased defence budget of the Sri Lankan government.
Other funding sources will have to be explored. One major source of funding that
should be further explored is foreign aid. Several teacher education programmes have
been funded from outside the country. The newly started CDC teacher education pro-
gramme, the HIEE teacher education programme and the staff development pro-
gramme of the Staff College for Educational Administration could be better implemen-
ted if foreign aid in the form of funds, materials, expertise, and exchange programmes
were obtainable. A recent initiative to obtain foreign assistance has been launched.
SIDA and Japan have offered assistance, as has Germany, which will fund the
Kotagala College of Education.
Teacher educators. To ensure that teacher education is both meaningful
and successful, it is imperative that institutions of teacher education be staffed with
qualified and dedicated teacher educators. Most of the staff now serving in teacher
education institutions are professionally qualified having credentials ranging from
Diplomas to Doctorates. However, given the present context, innovations and expan-
sion of knowledge, continuous staff development is essential if the professionals are
to keep abreast of the times. Sri Lanka faces a lack of adequate staff development
facilities. Opportunities for teacher educators to undertake advanced studies are few.
Universities provide only limited opportunities, because of staff and other resource
constraints, and other opportunities for study are extremely limited. Therefore, staff
development and advanced study opportunities for teacher educators, both within and
outside the country, are an urgent necessity. As funding becomes an even greater obs-
tacle, institutions must explore the possibility of obtaining outside assistance in the
form of scholarships, link programmes and personnel exchanges.
Resource centres. Resource centres have also been identified as an
area of critical need in teacher education. All teacher education programmes, other
than those of pre-service institutions, require permanent well-equipped resource
centres. The Report on Human Resource Development in Sri Lanka, 1985, recom-
mends the establishment of NPRCs in remote areas to serve schools. These centres
are to be equipped with duplication and production facilities which will produce
low-cost teaching materials. A similar type of resource centre, equipped with suitable
teacher education resources, would also be of value. However, when establishing
such centres, careful planning is needed to avoid wastage.
Lack of library facilities. Library facilities in most teacher training institu-
tions, including universities, are inadequate. They lack proper buildings and equip-
ment and are unable to obtain even a limited number of the latest publications—
books, journals, newsletters and research reports. It is obvious that no teacher edu-
cation or staff development programme can succeed without a well-equipped library.
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Dearth of literature in Sinhala/Tamil. Whatever material relating to edu-
cation that is available in libraries is generally in the English language. A problem
arises in the use of these books because the majority of trainees are not competent in
the English language. Therefore, there is an urgent need for books and reading mate-
rials to be produced in the national languages. There are a number of measures that
could be adapted to overcome this obstacle.
• Encourage learned people to produce original material by offering tan-
gible incentives.
• Encourage educationists and educators to translate material from
other languages.
• Encourage educators to undertake research which would result in
reports being produced in the national languages.
To distribute educational materials, a photocopying service could be laun-
ched.
Lack of facilities. The lack of facilities is one of the major obstacles faced
by institutionalised in-service training. Facilities requested by many of the teacher trai-
ning colleges include more hostel, library and recreational facilities, electricity and
water supplies, audiovisual equipment, and facilities for sports and games.
Imbalances in teacher education. It is clear that the training of primary
school teachers is not given enough emphasis.
Pre-service, in-service and the continuing education of primary teachers
is of vital importance because of the crucial nature of the stage of education they are
entrusted with providing. But there seems to be a lack of trained primary teacher edu-
cators and training programmes—a deficiency that must be overcome soon.
Lack of co-ordination One of the administrative issues relating to tea-
cher education which warrants attention is the lack of close co-ordination between the
various institutions, including universities, colleges of education and teacher training
colleges. Programmes and institutions would benefit if close co-ordination existed
among the institutions. Therefore, an urgent need exists to evolve some mechanism
for promoting better co-ordination among teacher education institutions.
Sharing of resources. Resource sharing among teacher education insti-
tutions is minimal. Although some sharing does exist, it is limited to the utilisation of
school buildings, hiring of personnel from other institutions and participation in cere-
monial events. There is little exchange of other resources. If a mutual sharing of
resources were to result, all of these institutions could function more effectively.
However, existing economic difficulties and strict administrative procedures inhibit
such sharing.
Initiatives to overcome staff deficiencies. Although most staff at tea-
cher education institutions are professionally qualified, there remain some shortco-
mings which need to be addressed. Many institutions indicate that their staff members
lack access to new knowledge; some colleges of education lack specialists in certain
disciplines. The following arrangements are being made by some of these institutions
to overcome such problems:
- English in-service: harnessing human resources from other institu-
tions, such as the HIEE, the colleges of education and the British
Council;
- Teacher training colleges: hiring of part-time and external lecturers,
and arranging seminars and discussions involving experts;
- Open University: hiring part-time and visiting lecturers, and obtai-
ning the services of lecturers from other universities to act as les-
son writers, examiners and tutors. The National Institute of
Education also proposes to arrange scholarships and attachment
programmes for teacher educators.
Innovation in evaluation. Evaluation procedures adopted by various tea-
cher education programmes differ, although tests, examinations and continuous
assessment are common. With the establishment of colleges of education, several
new features were introduced in the evaluation procedures. First, there is a Board of
Evaluation (inter-college) to decide the type of evaluation, the techniques of evalua-
tion and the mode of evaluation adopted for the pre-service programme. A new featu-
re introduced with the pre-service programme is the assessment of behaviour of stu-
dents, through such techniques as observation, interviews and sociometry. Another
new feature of evaluation is the assessment of student performance in co-curricular
work.
Computer innovations. The computer education unit under the NIE
plans to train 175 teachers and issue 160 computers to selected schools in the near
future. The following innovations also are included in the future plans of the computer
education unit:
- preparation of software packages for A/L science, A/L commerce, arts
and O/L separately;
- revision of the computer education curriculum for grade 11;
- preparation and distribution of teachers’ guides;
- extension of the computer teacher training programme to teacher trai-
ning colleges;
- establishment of links between local and foreign institutions; and
- organisation of a computer appreciation course for administrative offi-
cers, including regional directors, principals and education officer.
Future Directions
The following are some of the suggestions which have been advanced
regarding directions that should be taken by future activities or developments in tea-
cher education.
Greater co-ordination between the Ministry of Education and univer -
sities. The government has provided universities with vast resources which need to
be utilized to the maximum. Highly-qualified staff, well-equipped laboratories and libra-
ries, and large lecture halls are among the resources available in the universities. On
the other hand, students who follow diploma courses and other advanced study pro-
grammes are very small in number. If better co-ordination between the Ministry of
Education and the universities is established, university personnel and facilities can be
better utilized to the benefit of the Ministry of Education.
Granting of paid leave to teachers to furtlher their education. More
teachers and other educational personnel should be allowed to enrol as full-time stu-
dents at universities offering institutional courses, thereby enabling them to further
their education or receive training.
More facilities for pre-service institutes (colleges of education) . Staff
development, evaluation and curricula revision should be conducted periodically, and
the existing number of colleges should be increased to train all new recruits after l990.
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In-service institutional teacher training programme (teacher training
colleges) . The opinions of the training college staff regarding the future direction of
developments in teacher education are consistent and suggest that attention should
be paid to revision of curricula to suit present needs, provision for more facilities, real-
location of resources, provision for staff development, close supervision of colleges,
and greater access to the world of knowledge. Hence, what is needed is a thorough
evaluation of available resources, the curriculum, evaluation procedures, and person-
nel.
School-based in-service training. The present survey reveals the follo-
wing ideas about the future trends in this area:
- greater co-ordination among training agencies;
- more human and physical resources, and a greater sharing of these;
- better incentives for staff and teachers;
- revision of curricula;
- staff development; and
- in-service to include all school subjects.
Staff development for teacher educators. The following were noted.
• Staff development through seminars, workshop, and opportunities for
advanced study and scholarships is necessary to retain qualified pro-
fessional personnel at the institutions.
• Scholarships to enable teacher educators to study abroad is of major
importance.
• Trained personnel are urgently required in the areas of testing and
evaluation, modern teaching techniques, and research methods.
• To improve the quality of teacher education programmes, continuous
and systematic supervision, observation and evaluation of all teacher
education programmes in teacher training colleges and colleges of
education should be undertaken by qualified and trained personnel.
• Surveys and research studies regarding teacher education should be
undertaken by experienced teacher educators and managers of tea-
cher education institutions.
• Procedures should be designed to give incentives to teacher educa-
tors, master teachers, tutors, regional educational advisers and other
officers who are involved in teacher education. This should be in the
form of higher salaries and allowances, medical facilities and other
fringe benefits.
• Formal and permanent appointments to the cadres of these institu-
tions should replace existing secondment procedures.
Administration/management of teacher educational institutions:
duplication of work. The Open University, Distance Education Unit, and the CDC
would benefit if they were to pool their resources, both physical and human, in the pre-
paration of lesson material, teacher guides, modules and evaluation instruments. This
would reduce wastage and ensure high quality.
Funding to improve quality. To improve the quality of teacher education,
more funds should be directed towards staff development, libraries, setting up resour-
ce centres, curriculum revisions, improvements to physical plants, and audio-visual
equipment.
Research directions. The following major areas should be strongly
considered for future research:
- the structure of the planning, organization and management of tea-
cher education in Sri Lanka;
- the organisation and decentralisation of school-based in-service tea-
cher education;
- the organization and implementation of various distance education
programmes;
- objectives, planning and organisation, curriculum evaluation proce-
dures, teaching strategies, resources/effectiveness of teacher educa-
tion programmes;
- the effect of in-service training on a teacher’s family life, and his or her
role in the school and the community;
- the attitudes of student teachers;
- teacher needs;
- the deployment of resources; and
- staff development.
Teacher induction programme. Some of the main suggestions include
the following. 
• A suitable curriculum should be evolved.
• A workable timetable is necessary.
• Current programmes, which last two or three weeks, should be exten-
ded to produce a greater impact.
• Committed practitioners should be involved in the programme.
• Greater stress should be placed on skill practice and attitude forma-
tion; an attitudinal change towards the profession is needed.
• Better supervision and more constructive criticism are needed.
• An increase in the incidence of media use would enhance teaching.
• Offering attractive incentives, both for staff and students, would be
helpful. Follow-up work should be planned and implemented.
• Visits to actual classrooms should be included in programmes.
• Introduction programmes should be coordinated with other teacher
education programmes.
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Conclusion
The findings of the survey on teacher education in Sri Lanka point to the
following concluding suggestions.
In-service institutional teacher training programme. I his programme
needs to be studied and revised to better suit present needs. The sharing of resources
with universities, and the further training of staff, would enrich the quality of this pro-
gramme.
In-service school-based teacher training programme. A survey of all
aspects of this programme, followed by necessary revision, is needed. Attitudinal
development of teachers and the introduction of courses to cover all school subjects
also require attention; new short courses in computer literacy, library service and com-
munity development would be useful for teachers.
Distance and correspondence teacher training programmes. The
quality of teaching and learning of all distance education courses needs to be impro-
ved. This can best be done by revising the curricula, reorganizing modules, increasing
contact sessions, revising evaluation procedures, and organizing follow-up work, as
well as through workshops, seminars and study tours for staff.
Establishment of resource centres and research facilities. Resource
centres are vitally needed for many teacher training programmes; these centres
should be fully-equipped with educational material and equipment. Facilities also
should be provided for teacher education institutions to undertake research in various
aspects of teacher education in Sri Lanka.
aChapter 13
THAILAND
Recent Developments in Teacher Education
Thailand’s teacher education, which has always been the State’s respon-
sibility, dates back to 1892 when the first teacher training school was founded in
Bangkok to train primary school teachers. Throughout its long history, teacher educa-
tion in Thailand has undergone many developments. The major ones which occurred
between 1974 and 1986 may be summarized as follows.
Quantitative expansion. During the period from 1974 to 1986, many tea-
cher education institutions were built. The additional teachers’ colleges that were built
increased the total number to 36, all of which were given degree granting status.
Additional colleges of physical education also were established, bringing their number
to 17; 11 colleges of dramatic arts have been founded. Furthermore, the latest open
university was established in 1978. It is the first open university in Southeast Asia to
use a distance teaching system to extend public higher education. It serves a very
large number of students.
National scheme of education. The 1977 national scheme of education
was introduced and has operated till now. The scheme is a national effort to reform
education. It has a direct impact on teachers and teacher education because it is the
first scheme that fully recognizes the equal importance of formal, non-formal, special
and welfare education. As a result, many programmes and projects regarding non-for-
mal education, special education and career education have been launched. More
teachers with specialisations in non-formal education, special education, vocational
education and career-related subjects have been in great demand. The scheme
assumes that Thai people in various localities not only need more education, but also
need different kinds of education and different modes of provision.
Curriculum revision. Because of the modified primary and secondary
school curricula, and the changing needs of teacher students, the nature and content
areas of teacher education institutions were modified. Evening and off-campus pro-
grammes were offered by most of the institutions and more content areas were offe-
red to meet students’ needs. At the graduate level, more universities offered graduate
programmes and more areas of specialization were made available.
Structural change in teachers ‘colleges The 36 teachers’ colleges have
been clustered into eight united colleges, the primary purpose of which has been for
the colleges to work together and share resources so as to respond more economi-
cally and effectively to local and regional needs.
Increased staff development. Because of the rapid development of tech-
nological and communication systems, staff members at all teacher education institu-
tions have had to further develop to keep abreast of new knowledge and skills. As a
result, there has been a sharp increase in the academic qualifications of staff mem-
bers employed at teacher education institutions who further their higher education
both within Thailand and at overseas institutions.
More in-service programmes. During the period from 1974 to 1986,
many primary and secondary school teachers did not hold a Bachelor degree, and
they needed assistance in improving their efficiency and performance. As a result, the
teachers’ colleges launched the community-based in-service teacher education pro-
gramme, which was offered to in-service teachers in the evening and on week-ends
both on-campus and at extension centres. The programme was an innovative one and
attracted the attention of a very large group of teachers.
Current Provisions for Teacher Education
The purpose of this section is to describe the current policy commitment
and structure of teacher education programmes.
Entering the Teaching Profession
Teachers at all government-owned educational institutions in Thailand are
government officials responsible to the Civil Service Commission and the Teachers’
Civil Service Commission. To teach in primary and secondary schools, candidates
must have the following qualifications:
- graduate with a specified diploma or degree from a recognized insti-
tution;
- sufficient knowledge and skills in such general areas as basic compu-
ting, general language usage and reasoning,. and in the Thai langua-
ge, with regard to vocabulary writing and comprehension;
- sufficient knowledge in such specialized areas as primary/secondary
school curricula, psychology, teaching principles, educational innova-
tion, educational measurement, general education or teaching profes-
sion, and specific laws, rules and regulations;
- a suitable personality for the teaching profession, in terms of an
appropriate appearance and proper attitudes; and
- be in good health.
Initial Teacher Education
Initial teacher education is provided by teacher education institutions
which include 20 campuses of university faculties of education, which are under the
Ministry of University Affairs, 36 teachers’ colleges under the Department of Teacher
Education, 17 colleges of physical education, one college of fine arts and 11 colleges
of dramatic arts, and four campuses of the Institute of Technology and Vocational
Education. The teachers’ colleges, the colleges of physical education, the colleges of
arts and the Institute of Technology and Vocational Education are all under the Ministry
of Education. The programmes offered by each of the institutions which qualify gra-
duates for entry to the teaching profession may be summarized as follows.
University faculties of education. Universities offer both Bachelor and
graduate programmes. In the faculties of education which offer the Bachelor of
Education (B.Ed.) degree, two programmes are offered: the four-year B.Ed. and the
two-year B.Ed.
The four-year B.Ed. programme is offered to high school graduates. The
programme requires at least 140 credit hours. The curriculum is composed of 30 cre-
dit hours in general education (courses in humanities, social sciences, languages,
mathematics and sciences), 38 credit hours in professional subjects, 44 credit hours
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in major subjects, 18 credit hours in minor subjects, and five to ten credit hours in elec-
tives.
The two-year B.Ed. programme is also offered to individuals who hold an
associate or equivalent degree. Such persons are exempt from some requirements.
They are required to take only about 80 credit hours in the following courses: at least
21 credit hours in professional subjects, at least 38 credit hours in major subjects, at
least 18 hours in minor subjects, and three credit hours in electives.
For the graduate students, Master degree programmes are offered by all
universities, while Doctorate programmes are offered by most of them. The Master’s
degree takes two to five years to complete, while the Doctorate degree requires bet-
ween three to eight years.
Teachers’ colleges. The 36 teachers’ colleges offer degree and associa-
te degree programmes in education and also in other fields. For the B.Ed. degree, two
programmes are offered: a four-year and a two-year programme. The four-year pro-
gramme is offered to high school (or equivalent) graduates. This programme requires
146 credit hours with the following components: 38 credit hours in general courses in
languages, social sciences, mathematics, business education, and general educatio-
nal technology; 42 credit hours in education courses in educational technology, testing
and measurement, elementary education, methods of teaching, and clinical adapta-
tions and practices; 60 credit hours in majors and minors; and six credit hours in elec-
tives. The teachers’ colleges also offer two-year programmes to holders of an asso-
ciate or equivalent degree.
Colleges of physical education. The 17 colleges of physical education
under the Department of Physical Education offer two-year programmes leading to the
Higher Certificate of Education, which is equivalent to an associate degree. This is
offered in three areas of specialisation: physical education, health education and secu-
rity education. Candidates for the programmes must have either completed high
school or hold an Elementary Teaching Certificate or Certificate of Education. The pro-
grammes require 80 credit hours and the curriculum components are: 18 credit hours
in general subjects in social science, humanities, languages, mathematics and scien-
ce; 60 credit hours in majors, minors and professional courses; and two credit hours
in electives.
Colleges of fine arts and dramatic arts. Under the Department of Fine
Arts, art teachers are produced through one college of fine arts and eleven colleges
of dramatic arts. At the college of fine arts, two types of programmes are offered. One
is the Certificate of Intermediate Art Education programme. This three-year program-
me requires 150 credit hours. Students must be between the ages of 14 and 22 years
and must have completed grade 9. The 150 credit hours consist of the following
content areas: 24 credit hours in the Thai language, social studies and physical edu-
cation; 16 credit hours in science, mathematics and English; 24 credit hours in theo-
retical professional courses; and 74 credit hours in practical professional courses.
The second type is the Higher Certificate of Art Education programme.
This two-year programme is offered to students who hold the Certificate of
Intermediate Art Education. It requires 86 credit hours in the following areas: 28 credit
hours in professional subjects, 54 credit hours in art subjects, and four credit hours in
electives.
In the eleven colleges of dramatic arts, three programmes are offered.
The three-year Basic Dramatic Arts programme requires 120 credit hours to comple-
te, 63 of which are in required general subjects, 45 in art subjects and 12 in electives.
The Intermediate Dramatic Arts programme is also a three-year programme. It
requires 110 credit hours, 36 of which are in required general subjects and 74 in elec-
tives. The two-year Advanced Dramatic Arts programme is equal to an associate
degree. It requires 85 credit hours, 20 of which are in foundations subjects, 20 in edu-
cation subjects, 42 in professional subjects, and three in electives.
Institute of Technology and Vocational Education. The ITVE offers
programmes leading to Bachelor’s degrees in many fields. As regards education, it
offers programmes at four of its campuses which lead to the Bachelor of Science in
Technical Education. Two types of programmes are offered. The two-year programme
is offered to any holder of the Higher Vocational Diploma. It requires 85 to 90 credit
hours, 28 of which are in education courses, 18 in arts and the rest in other major
courses. The eighteen-month programme is only offered to selected teachers with
qualifications equal to that of the Higher Vocational Diploma. It requires 18 credit hours
in education courses, the rest in other major subjects.
Teacher Induction
Several measures have been initiated to encourage specialists in various
other fields to enter the teaching profession. Teacher training programmes are offered
to holders of any certificate equivalent to at least a high school diploma who desire to
become teachers. Such people are assumed to be skilled in their specialized field and
are likely to be able to effectively train students if provided teaching and other relevant
skills. To encourage these specialists, teacher education institutions—such as tea-
chers’ colleges—have undertaken the following measures.
• Design a syllabus for holders of diplomas in other specialized fields to
help them understand the educational philosophy relevant to the tea-
ching career, to understand educational psychology, to become fami-
liar with teaching methodology and techniques which are appropriate
for general and major courses, and to understand the application of
appropriate technology, the production of instructional materials and
the construction of assessment devices. Students enrolled in this type
of programme are required to take at least 17 credit hours, of which
13 are in compulsory courses and four in electives.
• Invite specialists in specific fields to serve as lecturers or guest spea-
kers. The host institution then informs the speaker of the objectives of
the syllabus.
• Provide an orientation to the new teachers. The orientation is gene-
rally arranged for three to five days by a department within the Ministry
of Education or the relevant provincial authority. Every newly-appoin-
ted teacher is required to attend before reporting to his or her new
school. The purpose of the orientation is to familiarize the new tea-
chers with the functions and responsibilities of the school and of them-
selves, as teachers. Teaching duties, student personality develop-
ment, human relations skills, school-community relations, codes of
ethics for teachers, and general advice for living and working in cer-
tain areas are the usual content areas of the orientation.
In-service Teacher Education
The purpose of the provision for in-service education programmes is two-
fold: first, to improve the participants’ knowledge, skills and attitudes; second, to
upgrade their qualifications. The programmes take many forms, such as the following.
• Meetings, conferences, and seminars: Every institution of teacher
education organizes activities to provide an opportunity for in-service
teachers to keep abreast of new knowledge and information. In addi-
tion, agencies responsible for education also take part in the activities.
Responsible agencies might include departments in various minis-
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tries, local offices responsible for primary and secondary education,
regional education offices, and even some private enterprises. The
activities tend to be short and take place at various locations.
• Workshops and short training programmes: These programmes are
generally geared towards improving certain skills, and changing some
attitudes, rather than merely transmitting knowledge or information.
They are more capital intensive and more difficult to effectively orga-
nize than are most of the other programmes; therefore, most are orga-
nized by the teacher education institutions, departments and local
education offices.
• Special programmes: This category is intended to cover such educa-
tional activities as radio, educational television, and correspondence
programmes specifically designed to update teachers’ knowledge,
skills and attitudes, and even upgrade their qualifications. Such pro-
grammes have been carried out by universities—especially
Ramkanhaeng, which is a semi-open university, and Suknothai
Thamatirat Open University—the Department of Teacher Education,
and other departments within the Ministry of Education.
• Formal long-term programmes: These programmes are intended for
qualifications. They are offered both on campus and at extension
centres in the evenings and on week-ends. The 36 teachers’ colleges
and Srinakharinwirote University have been the pioneers in these
types of programmes.
• Continuing teacher education: All teacher education programmes in
Thailand are offered in government-owned institutions. As a conse-
quence, they are transferable and fully recognised throughout the
world. The continuation of a Thai teachers’ education can be achieved
through various channels. Education graduates of various universi-
ties, after having been in the teaching profession for one year, may
seek official permission to be selected to pursue a graduate degree in
a relevant field at a Thai university or at a recognized overseas insti-
tution. If they are accepted by the institution, they will be considered
able to pursue their degree (on their full salary) for the period stipula-
ted by the Civil Service Commission. Teachers who possess a degree
or diploma lower than that of a Bachelor’s degree may also be allowed
to follow this same procedure. They may choose to apply to a Thai col-
lege or university which offers programmes that match their back-
ground and present job, or they may apply to enter certain foreign ins-
titutions.
Issues, New Initiatives and Innovations
The major issues which have arisen regarding teacher education in
Thailand, and the actions the country has taken to deal with these issues, may be
summarized as follows.
Directions for the supply of teachers. As stated, 20 university faculties
of education, 36 teachers’ colleges, 17 colleges of physical education, 11 colleges of
fine and dramatic arts, and four campuses of the Institute of Technology and Technical
Education produce graduates for the teaching profession. However, because there is
no clear direction who should prepare what kinds of teachers, and in what numbers, it
has been extremely difficult for institutions to properly prepare graduates in both quan-
titative and qualitative terms. As a result, severe overlapping and duplication has ari-
sen.
To remedy the situation, the government in 1979 set up a subcommittee
for the co-ordination of teacher education, which was responsible for the development
of government policies on teacher production, the development of measures directing
teacher education institutions to adhere to the policies developed, monitoring policy
implementation, and improving co-ordination among teacher education institutions
regarding teacher production, teacher utilization and teacher development. The poli-
cies and guidelines developed by this subcommittee have been adopted by all teacher
education institutions in the country.
Co-ordination. The lack of effective co-ordination is related to the lack of
a clear direction. To improve co-ordination among teacher education institutions, two
significant measures have been undertaken. The first is the clustering of teachers’ col-
leges. The Department of Teacher Education has amalgamated its 36 teachers’ col-
leges into eight united colleges that are responsible for responding more accurately to
regional needs, and utilizing resources in all member colleges more effectively and
efficiently. The second measure is the formulation of a network between universities
and teachers’ colleges located in the same geographical areas. Examples include
Khon Kaen University and the teachers’ colleges in the Northeast, Chiengmai
University and the teachers’ colleges in the North, and Prince of Songkla University
and the teachers’ colleges in the South. Through formal linkage set by these universi-
ties and teachers’ colleges, co-ordination of educational services has significantly
improved.
Teacher surplus. Teacher surplus and unemployment among trained tea-
chers are also closely related to the lack of direction for teacher production. Teacher
surplus occurs because of a conflict between satisfying manpower requirements and
meeting social demands. Teacher education institutions, because of their location in
all parts of the country, provide access to post-secondary education for rural youth
who would otherwise have little or no chance to pursue their education. Social pres-
sure in this respect has a direct bearing on the institutions; hence, a dilemma arises
as to whether teacher education should be geared towards manpower requirements
or yield unconditionally to social pressure. This is a major issue. To tackle this issue,
the subcommittee for the co-ordination of teacher education has demanded that, when
all teacher education institutions develop their five-year plans, they specify the enrol-
ment for each area of specialisation for each academic year. This plan has helped
reduce the severity of the problem.
Inconsistent curricula. There has been a serious problem caused by
inconsistency between primary and secondary school curricula and curricula of tea-
cher education institutions.
To tackle the problem, a two-year project entitled ‘The Modification of
Teacher Education Curricula,’ jointly funded by UNICEF and the Thai Government,
was launched in 1980. Three research sub-projects were undertaken: ‘The Coherence
between the Teacher Education Curricula and the 1978 Elementary Curricula, The
Study of Desirable Competencies of Elementary School Teachers’ and ‘The Follow-up
Study of Teacher Education Institutions’ Graduates.’ Following these studies, two sets
of teacher education curriculum and learning packages were developed and tested at
two teachers’ colleges. The results were satisfactory, and the recommendations have
been implemented to develop the current teacher education curricula. In addition, the
Department of Vocational and Technical Education and the Institute of Technology and
Vocational Education are conducting research to improve their technical and vocatio-
nal curricula.
Evaluation of teacher education programmes. All teacher education
programmes need to be periodically evaluated; consequently, several evaluations
have been conducted regarding Thai teacher education programmes. Some have
been carried out by external researchers and evaluators, while others have been
conducted by concerned authorities. For instance, the Department of Teacher
Education evaluates its programmes annually. In addition to programme evaluation,
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teachers also are evaluated, both at the organisational and higher levels. The Thai
Teachers’ Council selects and awards certificates of merit to outstanding teachers
annually. The achievements of these outstanding teachers are also publicised. Recog-
nition of such an activity has been a major incentive for teachers. At the departmental
level, all departments evaluate staff performances. These evaluation activities have
also been extremely helpful.
Licensing teachers. A teaching licence has been a big issue for teachers
and educators in Thailand. The Teachers’ Council of Thailand has submitted a draft bill
regarding this matter to the national parliament for consideration and approval. Along
with this attempt to make teaching a recognized profession, other measures have also
been taken. Several professional associations have been established to foster the
improvement of knowledge and teaching skills of their members. Examples of such
associations include the Thai Mathematics Teachers’ Association, the Thai Science
Teachers’Association, the Thai Geography Teachers’Association, and the Association
of Thai Secondary School Administrators.
Inexperienced staff. Although academic qualifications of the staff in tea-
cher education institutions have risen considerably in the past decade, it is still appa-
rent that many have had little or no teaching experience at any level prior to their
recruitment. To help remedy this situation in teachers’ colleges, the Department of
Teacher Education initiated two projects in 1982: the Centre for Clinical Application
and Practices, and the Demonstration School in teachers’ colleges.
The Centre recruits competent faculty members from various academic
departments. They work together in developing student practicum programmes, visi-
ting local primary and secondary schools, discussing problems with local teachers and
supervisors, and collecting useful data. The Centre has been very useful to both facul-
ty members and students, its primary purposes, in addition to improving teacher confi-
dence and pride in the teaching profession, being the promotion of the cognitive
aspect of learning and the development of such technical skills as the application of
knowledge.
With regard to the Demonstration School project, many satisfactory
results have also been obtained. Many competent and interested faculty members are
asked to teach occasionally in the demonstration schools, this being in addition to the
demonstration schools’ regular instructors. The experiences gained from the demons-
tration schools also have been very useful.
Practical training. Under the current Sixth National Education
Development Plan (1987-1991), all teacher education institutions emphasize the
importance of practical training. For the teachers’ colleges, students are required to
make use of the Centre for Clinical Applications and Practices by spending time in the
Centre undertaking their field work. To help student teachers in four-year programmes
at teachers’ colleges gain more practical experience, they are required to do their
practicum twice: the first time in the second or third year for six weeks; and the second
time in the fourth year for sixteen weeks. After the first practicum, the students, prac-
ticum supervisors and members from the faculty of education discuss problems that
have arisen and seek ways to resolve them. In the second, longer practicum, the stu-
dent teachers are assigned to perform all duties carried out by permanent teachers.
In doing so, students teachers are better able to prepare themselves, using real-life
situations in the school and classroom.
Shortage of teachers of science and technology. Thailand has been
trying to industrialize and modernize itself, and so there is an increasing demand for
teachers in such areas as basic science, mathematics and technology. To help redu-
ce the shortage of science and technology teachers, several measures have been
undertaken. A five-year plan for the supply of teachers has recently been developed,
and a project on the development of data base and information services for educatio-
nal planning and management has been launched by the Ministry of Education and
funded by a World Bank loan. Through this project, the needs for teachers in all
content areas will be projected. As a result, teacher education institutions will have
more accurate information on the needs of teachers in all subject areas.
Another measure to help solve this problem is the establishment of the
Institute for the Promotion of Teaching Science and Technology. This institute has offe-
red several in-service training programmes in science education—such as the tea-
ching of physics, chemistry, biology and general science—mathematics education,
and computer science to both primary and secondary school teachers.
Recruiting competent students. It has become evident that the most
academically competent high school students do not chose to study to become tea-
chers. In 1986, as a way to attract more of this type of student, the Office of the
National Primary Education Commission, the Department of Teacher Education, and
faculties of education at various universities jointly developed the Future Teacher
Project. High school graduates selected to participate in the project receive financial
assistance during their college years and upon completion are placed in primary or
secondary schools.
Teacher education research. In recent years, several efforts have been
made to increase and improve research in teacher education. The offering of gradua-
te programmes at nine Thai universities has done much to promote research and
publications. Salary increase, based partially on research papers, is another important
incentive for many researchers and faculty members, as is the availability of more
financial resources to support increased research. Public recognition of research,
satisfaction of learning from research, and the usefulness of research results all pro-
vide important motivation for researchers. The most significant research studies per-
taining to teacher education that have been conducted recently have been funded by
World Bank loans. These include research projects on teacher production, teacher
utilization, models for production of vocational teachers, future trends for teacher edu-
cation institutions, and in-service teacher education programmes. The research pro-
jects have been conducted by the Department of Teacher Education, Department of
Vocational Education, and the Office of the National Primary Education Commission.
Shortage of budget and equipment. Thailand, like many other develo-
ping countries, has a financial problem, in that about 75 per cent of the total education
budget is spent on salaries, leaving only a small amount for other purposes. The shor-
tage of equipment for science programmes, language laboratories, and audio-visual
programmes is also a problem, which is made even worse by the absence of mainte-
nance services and the scarcity of trained staff.
To reduce these financial problems, teacher education institutions have
adopted self-help and income-generating programmes. Some in-service and special
educational service programmes are examples. However, the problem still exists. With
regard to the shortage of equipment, teacher education institutions, especially tea-
chers’ colleges which belong to the same united college, have been urged to share
their resources. Another approach to alleviating this shortage is the establishment of
instructional material production centres in teachers’ colleges and other institutions. A
Centre for Innovation and Technology has also been established in the Department of
Teacher Education in Bangkok. These centres design, produce, provide services, and
give assistance in instructional material development and utilization.
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Future Trends in the Thai Teacher Education System
Based on current issues, initiatives and innovations, it is very likely that
teacher education institutions and concerned organizations in Thailand will engage in
the following activities.
Emphasizing quality services. It appears that Thai school-age children
have easy access to educational services. Figures show that over 98 percent of chil-
dren between six and eleven years of age enrol in elementary schools. The problem
facing the Thai educational system at the moment concerns the quality of the services
being delivered to children in different schools located in different parts of the country.
Teacher educators will need to look for more effective means to help improve the qua-
lity of programmes, facilities and personnel. These include modification of the existing
curriculum, retraining staff as regards methods of teaching new subjects, development
of instructional media, and securing additional teaching facilities. Further, develop-
ment of rules and regulations to enable a more effective administration of programmes
is also anticipated.
Need for planned in-service education. Over the past decade, most
non-diploma elementary and secondary school teachers have enrolled in education
degree courses. However, some of the knowledge and experience gained in these
courses are vague and inappropriate for practising teachers. For instance, academic
courses for instructors are the same as those designed for the pre-service program-
me. A theory-oriented approach also is emphasised; whereas, teachers would gain
more from discussing educational issues relevant to their schools and seeking effec-
tive solutions to individual issues. Therefore, there is a pressing need for the in-servi-
ce programme to be co-operatively developed by teacher users, teacher producers
and the teachers themselves, so as to make it clearly relevant to the real needs of the
clientele.
Closer co-operation between users and producers. There is currently
a rapid change in innovation and technology, which creates a need for change in cur-
riculum and school enrolments at the elementary and secondary education levels. It is
therefore necessary that teacher users and teacher producers take account of these
changes and make adjustments to their ‘using’ and producing plans. Users will have
to tell producers ahead of time what kinds of teachers they really need at a particular
period. In response to users’ needs, producers will have to modify their programmes
because, as the number of teaching positions is limited, only those who produce the
best graduates will survive.
Professionalization of teachers. During the last decade, teacher orga-
nisations, especially the Thai Teachers’ Council, have put more and more pressure on
the government to make teaching a high profession—which requires that teachers
hold a teaching licence before entering the profession, that they register for member-
ship in their professional organisation, and that they be supervised closely by both
their professional organization and the employing authority. Although there are both
pros and cons regarding this issue, the pro side continues to gain more and more sup-
port. The national parliament is very concerned about this matter, and so the licensing
of teachers is likely to prevail.
Planned utilisation of teachers. Effective teacher utilization requires a
planned involvement of all concerned parties. Teachers wish to receive support and
encouragement from administrators and support staff, and they also wish to receive
good advice from their supervisors. The in-service training programmes will become
less effective if administrators, supervisors, and support staff do not realize the impor-
tance of the programmes. Along with the organization of in-service training pro-
grammes for teachers, the responsible authority will have to consider the organization
of in-service programmes on similar topics for administrators and support staff.
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Unit production. Due to the surplus of teachers, employers will have
control over the production and characteristics of teachers. They may specify, for ins-
tance, the type or specific qualifications of teachers they wish to employ. To meet such
a demand, teacher producers will need to design a special teacher education pro-
gramme, admitting only a small group of student teachers and using a very specific
course, rather than employing the typical mass-production technology to which they
are accustomed. The college dormitory-stay requirement may be enforced, or a prac-
ticum designed by the employer for student teachers at a school may be employed.
Technological involvements. With the advancement of computer and
electronic technology, it is very likely that this technology will become more and more
popular and be used widely in the production and retraining of teachers. Computer
technology in particular will be used widely in the administration of pre-service and
i n-service programmes, the teaching of student teachers (Computer A s s i s t e d
Instruction), and the evaluation of programmes.
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VIET NAM
The Teacher Education Return Project, established in 1981, aimed at
quantitative and qualitative improvements of teacher education in Viet Nam. It was
noted that too many newly trained teachers lacked the necessary competency skills to
relate theory with practice and that in-service education received very little attention.
To overcome these problems, the following innovative strategies were employed.
Pre-service education. There are three types of institutions for pre-ser-
vice teacher education.
• Normal schools (early childhood) enrol middle school graduates and
provide them with one to three years of education to be kindergarten
teachers.
• Normal schools (general) enrol junior middle school graduates and
provide them with two to three years of education to be middle school
teachers.
• Professional teachers’ colleges enrol senior middle school graduates
and provide them with three years of schooling to be foreign langua-
ge teachers.
Teachers who satisfactorily complete their studies will be awarded the tea-
cher’s standard qualification. However, in response to the needs of remote areas, edu-
cationally underdeveloped regions and minority regions, teachers have been awarded
a lower standard qualification, but they eventually receive the standard qualification
through the in-service certification programme.
In-service training programme. To produce effective teachers, an in-ser-
vice training programme was set up at some of the institutes of education in universi-
ties which have post-graduate courses to provide two-year training on a full-time basis
and/or four-year training on a part-time basis. At the Institute of Education, National
University in Hanoi, a Department for Primary Education was established to train pri-
mary teachers for higher qualifications.
In-service teacher education also occurs in the workshops, seminars and
summer courses which are conducted by the Office of Education in the provinces and
districts, in collaboration with the Normal schools. In-service education plays an impor-
tant part in alleviating the shortage of teachers in such specific subject areas as forei-
gn language, civics and art. In-service education courses are organized at Normal
schools for those teachers who register voluntarily or are recommended by the school
headmasters.
Task of Normal schools and teachers’ advancement centres. Normal
schools are expected to play a vital role in the reform of teacher education. The main
purposes of Normal schools are to provide new teachers with professional standard
qualifications, upgrade teachers’ competency, help teachers understand the new cur-
ricula and provide guidance on new approaches and methodologies. Teachers’ advan-
cement centres at the district/country level are expected to help Normal schools orga-
nize training courses in their district and organize workshops, seminar, summers
schools and orientation courses.
Innovative strategies. Guidelines for the implementation of the new cur-
ricula include flexibility within the framework of acceptable national goals and values,
close linkage between theory and practice in all disciplines and activities, stress on
courses and activities which enable teachers to work with out-of-school youth, and
emphasis On student teacher self-study. The curriculum for less qualified teachers is
more intensive, more oriented to the needs of individual teachers, mad more flexible
in time arrangement. An attempt is also made to develop the competency of prospec-
tive teachers by providing opportunities for observation of classroom teaching, practi-
ce in preparing lesson plans, and actual practice teaching in schools. As regards the
latter, prospective teachers are afforded the opportunity to use a variety of teaching
methodologies.
Exemplar materials. During the last five years, a variety of books and
other instructional materials have been developed. In addition, modules on teaching
methodologies for different subjects, together with teacher ’s guides, have been deve-
loped. At the College of Education and the University of Ho Chi Minh, video lessons
on biology and geography have been developed.
Networking of the Normal schools. Each year, all 166 Normal schools
meet to discuss common concerns, trends and issues in teacher education, as well as
to exchange information and experiences. In southern Viet Nam, some Normal
schools (general) meet every semester to exchange experiences, information and
publications. Among these institutions, the Normal School of Ho Chi Minh City has ser-
ved as a focal point.
Innovations in management. Viet Nam recognizes the importance of
innovations in the management of teacher education. Steps have been taken to link
pre-service and in-service education. Special centres have been created to upgrade
the competence of teacher educators. Similarly, a systematic induction process has
been instituted.
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WESTERN SAMOA
Background
The first teacher training institution was established in 1939 when educa-
tion itself was a novel, innovative idea not only to the people of Samoa but also throu-
ghout the South Pacific region. The purpose was to train teachers at the primary level.
The intake at the time came from the grade 4-5 level, but in the early 1960s it was rai-
sed to grades 8-10. Today there are still some teachers who were trained during this
period working in the primary schools.
As the education systems expanded there was a need for an alternative
structure for teacher education. In 1978, the secondary teachers’ college was establi-
shed, its purpose being to provide qualified teachers for junior high schools which by
then had been established throughout the country. The intake came from Form 6 (year
13) and from primary school teachers who had been teaching for five or more years.
The aim of the Education Department’s current plan was to improve the
quality of education offered by relating the curriculum more closely to Samoan condi-
tions. This meant that further changes needed to be made in the teacher education
programme to keep abreast of current changes. Since the time that two teacher edu-
cation institutions were established, many developments have taken place; however,
most innovations and new initiatives have occurred since 1980. These are explained
briefly.
Pre-service Level
Primary Teachers College
- Localization of staff—an attempt has been to involve staff members in
curriculum development, thus providing a link between teacher trai-
ning and the primary school curriculum.
- Development of a programme of studies—this was initiated in 1980; it
spells out the nature and purpose of each course of study.
Development of the programme was undertaken by those attending a
workshop held at Macquarie University, Australia, under the guidance
of Dr Harry Kensall.
- Tertiary level programme—the establishment of a programme with a
tertiary level status (instead of the usual high school status) in terms
of contract hours per subject per week, self-study modules, and a
micro teaching programme.
- Teaching practicum reorganisation—the reorganization of the tea-
ching practicum to include observation of pupil behaviour in groups,
with an emphasis on teacher-pupil interaction, and a greater involve-
ment of staff members in the assessment of students.
- Board of Studies—adoption of a Board of Studies in which all staff are
involved in assessing students’ achievements and performance.
- Recruitment level increase—raising the recruitment level from year 11
to year 12 (i.e. New Zealand School Certificate candidates).
Secondary Teachers’ College
Major developments include:
- improving the quality and effectiveness of the teaching practicum
through encouraging greater teamwork between the training organi-
sation and teachers employed in schools;
- incorporating the TESL programme offered by the University of the
South Pacific through its Extension Service (Distance Education) into
the STC programme;
- staff involvement in curriculum development/evaluation, which is an
important link between teacher training and the junior high school cur-
riculum; and
- the addition of other courses of study to the STC programme. For ins-
tance, in 1984, a home economics course was designed and imple-
mented in line with curriculum innovations in the junior high schools.
The only problem encountered, apart from staff shortage, was a lack
of space, facilities and equipment. With assistance from the New
Zealand Government, new facilities were provided and the situation
has now improved. In 1985, a physical education course was desi-
gned to become a regular feature in the secondary school curriculum,
while a business studies course was also introduced into the teacher
education programme.
In-service Level
Opportunities for in-service training in Samoa have been limited; however,
the following are a few of the ways in which in-service training has been made avai-
lable since 1980.
• district-based or school-based and is for the primary school teacher.
Each district has a trainer in each subject area who is responsible for
conducting in-service training in his or her respective subject, usually
with assistance from school inspectors and/or organizers. At present,
cell groups are working more effectively in some districts than in
others.
• Overseas training (Australia, New Zealand): Selected teachers are
sent overseas [or short-term courses in Teaching English as a Second
Language, or to undertake other relevant education courses.
• University of the South Pacific extension services: A number of
courses in various areas, including education, are offered by USP
extension services and are available to anyone interested in taking
them. Teachers are encouraged to undertake some of these courses
but, due to high tuition fees and the long distances that often must be
travelled to attend evening tutorials, very few teachers are able to
make use of this facility.
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• National University of Samoa (B.Ed. programme): This institution now
offers opportunities for in-service training towards the Bachelor of
Education degree. Quite a large number of teachers are making use
of this opportunity, as it is an advantage to be able to study locally for
a degree course.
Ongoing Innovations and Initiatives in Teacher Education
• There had been a plan to amalgamate the two teachers’ colleges for
almost ten years. The rationale for this development had been inclu-
ded in all of the education department’s plans since 1979, but the
department was cautious about implementing it because of a scarcity
of manpower. However, planners finally went ahead and, in February
1988, the first phase of the amalgamation was launched. The sche-
dule for the two-phase amalgamation is as follows:
• Phase One—1988: partial sharing of staff in the areas of micro tea-
ching, education, English, Samoan studies, art and physical educa-
tion; partial sharing of facilities; commencement of a three-year cour-
se for training primary teachers; and phasing out of an intake for the
current two-year programme
• Phase Two—1989: full sharing of staff; full sharing of facilities; pha-
sing out of the two-year programme; and full amalgamation.
Alternative Structures and Innovative Training Strategies
Because of the move from a two-year to a three-year course, there will be
no output from the primary division of the newly amalgamated teacher education ins-
titution at the end of 1989 to staff the schools in 1990. In view of this, it is proposed
that the education department recruit a select number of people from the following
areas who will be given block refresher courses.
• Group 1—Retired teachers: There are many retired teachers who are
still keen and able to provide a few more years to the teaching servi-
ce. The purpose of this programme is to upgrade their knowledge and
methods so that they can provide three or four more years of work
and, in so doing, help alleviate the staff shortage.
• Group 2—Ex-teacher college students who failed to gain an award:
Those within this group may have failed to complete their course for a
host of reasons. After being properly screened regarding age, present
occupation and reasons for failing to gain an award, they will be pro-
vided with a refresher course which may be considered as being a
second chance to gain a qualification. After completion of the course,
and provided that the individual satisfactorily completes a year at an
assigned school in 1990, he or she may be eligible to receive the col-
lege Diploma award.
At a national workshop on new initiatives and innovations in teacher edu-
cation, held in October and November of 1987, it was recommended that the following
plan for in-service courses at the teachers’ college be implemented as soon as pos-
sible.
In-service Course
1. Type of Course: Sandwich Course (to upgrade teachers’ qualifica-
tions)
Semester 1 Block 1 16 weeks (on campus)
Block 2 22 weeks (school-based)
Semester 2 6 weeks (on campus)
2. Clientele Selection: Teachers to be selected according to need, moti-
vation and interest.
Numbers: Groups of 25 teachers per block.
Award Upon completion of the course, successful 
participants will be awarded the In-service 
Diploma in Education.
It is now widely felt that there is a great need to undertake a full assess-
ment of the qualifications and background of all teachers in the service, as regards
years of teaching, qualifications held, and in-service refresher courses attended. After
such information has been reviewed, a more comprehensive approach to the up-gra-
ding and extension of teachers’ qualifications can be undertaken.
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SURVEY OF TEACHER EDUCATION
This survey is intended to help Member States establish a status position
in quantitative and qualitative aspects and create a knowledge base and an inventory
of selected growth points in the countries of the region in critical areas of common
concern to groups of countries.
The results of the survey are expected to be useful to the countries as the
basis for formulating approaches individually and collectively for the further develop-
ment of teacher education in ways that would be supportive of and interrelated with
future plans and crucial programmes of educational innovation and reforms.
The methodology and design of the proposed survey are intended to be
used flexibly. The various items in the form will, it is hoped, be interpreted by the natio-
nal authorities to suit the national context. They may be amplified so that the informa-
tion added makes the presentation fuller. However, the basic structure, for purposes
of comparison, and the overall purpose of the exercise, it is urged, should be maintai-
ned.
Details about the proposed survey are presented in three sections; the
survey questionnaire is included as an attachment.
Section I—General
Explanation of terms
Rationale and conceptual framework of the study
Specific outcomes of the study
Methodology
Section II—Design of Survey
Status survey
Additional studies
Suggestions for future activities
Synthesis of national studies
Section 111—Findings and Recommendations
Attachment—Survey Questionnaire
Section I—General
This section covers the explanation of terms used, such as teacher and
teacher education, the rationale and conceptual framework, specific outcomes of the
study and methodology for the survey.
Explanation of Terms
• Teacher. In view of the broadened concept and scope of education in
covering formal and non-formal modes of teaching-learning, the term
teacher would include teachers at primary and secondary schools,
teachers working in nonformal education programmes, and teacher
educators/trainers of teachers.
• Teacher education. This term has three aspects: when and where
teacher education takes place and what it covers. Teacher education
is a function that takes place in pre-service education, induction, staff
development, in-service education, and continuing education. All of
these components will include the role and function of teachers both
inside and outside the school with respect to the community and the
nation at large.
Rationale and Conceptual Framework
Members States are presently engaged in significant reforms and revitali-
sation of education. Teacher education is a major input to all educational reforms and
development, hence the need to reorient and revitalise teacher education pro-
grammes for preparing the necessary teacher manpower for educational and national
development. The Member States are already convinced of the need for improved and
expanded education of the teaching personnel. Within the limit of their resources and
felt needs in the realm of teacher education, each has undertaken some innovative
development, whether on a systematic or ad hoc basis, or on a large or small pilot
scale. There is need to know and share what these innovative thrusts are, what expe-
riences they have generated, and what problems remain to be tackled. People wor-
king on such problems as teacher inadequacy and ineffectiveness under different
situations can make significant contributions to the general understanding of the pro-
blems and issues.
Considerable research material is available in international and national
languages, and it needs to be fully tapped for the development and testing of ideas,
practices and programmes in teacher education. Moreover, education exists in a very
complex set of sociopolitical and cultural settings at micro levels. Some of the impor-
tant determinants are qualitative and subjective. Micro ethnographic studies of
schools, teachers, teaching situations, student home/school relationships, perception
of good schools, home and teachers, therefore, are important and complementary to
empirical research.
Specific Outcomes of the Study
Specific outcomes concerning the study include:
- presentation of the status position of teacher education in each coun-
try with the help of primary and secondary sources;
- identification of growth points and gaps in teacher education pro-
grammes and their analysis in terms of factors and forces involved in
diversities and complexities in situations in which they operate;
- identification of innovative ideas, programmes and practices in teacher
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education initiated in different countries which need support for full
development;
- spelling out newer and more dynamic ideas and practices for induc-
tion in the system of teacher education to make it more responsive to
national needs and aspirations; and
- developing insight into the causes of success and failure of innovati-
ve ideas and practices, and into the aspirations aroused and achieved
with the help of selected ethnographic studies.
Methodology
The basic tool for the survey is the questionnaire. In addition, visits, obser-
vations, interviews and small case studies may be undertaken to add to or authenti-
cate information derived from other sources.
Section II—Design of Survey
The design covers several distinct but interrelated exercises for teacher
education, such as:
- status survey, which includes needs assessment, resource and
contextual analysis, capacity analysis (in terms of intake, demand and
supply of teachers), performance analysis, growth points and gaps,
teacher induction and policies, problems and plans;
- additional studies, which include studies on effectiveness of teacher
education, and ethnographies;
- suggestions for future activities; and
- synthesis of national studies.
Section III—Findings and Recommendations
The findings and conclusions of the survey, to be presented under the
suggested headings in Section II—Design of Survey, should prominently bring out
growth points and felt needs in respect to each area of teacher education. The hea-
dings may include:
• The status of teacher education
- Needs assessment. This may include information about the needs of
the various forms of teacher education.
- Contextual and resource analysis. This would show what financial,
physical and other resources are available to teacher education, and
why they are what they are.
- Capacity analysis. Here information will be given about the qualifica-
tions and pre-entry education required of potential teacher trainees
and teacher educators, as well as about the supply and demand posi-
tion with respect to teacher educators and teachers.
- Performance analysis. Here will be information about practices for
evaluating teacher education programmes and the extent to which
institutions and other agencies engage in such evaluations.
- Policies problems and plans. This section will contain information
about policies and plans to alter the nature of teacher education and
enhance its quality, as well as about the guiding principles associated
with these proposals.
- Growth points and gaps. Here will be information about significant
growth points and gaps in teacher education, and about the complex
societal factors and forces associated with them. Growth points would
include significant new developments and could cover initiatives that
have been taken with respect to: school-based in-service education,
teacher induction, staff development, and distance education for tea-
cher education. Also, there will be information on how various new ini-
tiatives and ongoing activities in teacher education take account of
pre-promotion training for potential head teachers, the role of teachers
in networking of school clusters, and the role of teachers in raising
achievement levels of primary pupils. This section will also identify
innovations that deserve support.
- Teacher induction. This section will contain additional information
about teacher induction practices and dynamic, new initiatives.
• Additional studies. Two sections will contain information about stu-
dies on the quality and effectiveness of teacher education, and on
measures to increase the effectiveness of teacher education pro-
grammes. The information will be reported under two sub-headings:
effectiveness of teacher education, and ethnographies of teacher edu-
cation.
• Suggestions for future activities. This final part is to contain sug-
gestions about the directions that should be taken by future activities
or developments in teacher education, as well as suggestions for futu-
re investigations of teacher education.
Attachment—Survey Questionnaire
The survey questionnaire is designed to gain information about the cur-
rent status of teacher education, in qualitative and quantitative terms, in order to crea-
te a knowledge base about areas of need, growth and innovation.
A. Status Survey
I. Needs Assessment
In this section, information is sought about the needs of the various forms
of teacher education, and whether country-wide or local information has been obtai-
ned about them.
1. Have any local or national surveys of the needs of teacher education
(i.e. in-service, pre-service, staff development, etc.) been conducted
in the past five years? If so, please name three to five of the most
significant ones and, in about 200 words, summarize their findings.
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2. If there have been no needs surveys of teacher education, please indi-
cate what you consider to be the most crucial needs.
3. Please identify the most important basic community and national
development needs in your country.
4. Describe the extent to which teacher education programmes (in-servi-
ce, pre-service, staff development, continuing education) take into
account these crucial, basic community and national developments
needs.
II. Contextual and Resource Analysis
In this section, information is sought about financial, physical and other
resources available to teacher education, and about some of the reasons why these
are what they are.
1. What proportion of your country’s education budget is allocated to tea-
cher education? Also, please indicate the proportion of that allocation
that is available for resources other than staffing.
2. Please provide a brief picture of the financial constraints, or otherwi-
se, on teacher education vis-à-vis the financial position of other natio-
nally funded agencies or programmes.
3. What resources (e.g. physical, financial, manpower, etc.) do you
regard as the most crucial for teacher education in your country?
4. What are the most critical resource deficiencies for teacher education
in your country?
5. Are there any schemes or programmes in your country for the sharing
of resources for teacher education in order to offset some of the defi-
ciencies? If any, please describe a few.
6. In particular, do teacher education institutions share resources for tea-
cher education: i) among themselves; ii) with schools; iii) with univer-
sities and other institutions for higher learning; and iv) with other com-
munity agencies? If so, please describe how this occurs in your coun-
try.
7. If no sharing of resources occurs at present, what plans, if any, are
there for it to occur?
III. Capacity Analysis
In this section, information is sought about the qualifications and pre-entry
education required of potential teacher trainees and teacher educators, as well as
about the supply and demand position with respect to teacher educators and teachers.
1. Are there specific provisions and programmes in your country for the
training of teacher educators? If so, please give a few examples.
2. With respect to your country’s requirements for teacher educators, are
there adequate numbers of qualified persons available for posts in: a)
primary and b) secondary teacher education programmes?
3. Are there any mismatches between the qualifications of these persons
and their teaching assignments? If so, please give examples.
4. Please identify the areas in which this mismatching is most acute in
your country.
5. Where there are shortfalls, for example, in staff with certain speciali-
sations; what arrangements, if any, are made to overcome them?
6. What steps, if any, are taken in your country to upgrade teacher edu-
cators in their particular specialisations (e.g. in subject and pedagogi-
cal areas)?
7. What plans, if any, has your country for meeting future requirements
for teacher educators (e.g. with respect to qualifications, numbers,
specialization)?
8. Are adequate numbers of teachers being trained to meet the require-
ments in your country for:
Primary education: lower grades? yes no
upper grades? yes no
Secondary education: lower grades? yes no
upper grades? yes no
9. For those sections to which your answer was ‘yes,’ please describe
the extent to which supply exceeds demands.
10. For those sections to which your answer was ‘no,’ please describe the
extent to which the supply falls short of the demand and indicate spe-
cific areas where the shortfall is greatest.
11. Where a shortfall exists between supply and demand, are any steps
taken to meet it? Please give examples.
12.Various qualifications can be required of trainees preparing for prima-
ry education—for example, a complete secondary education or less,
or other things, such as work experience, certificate courses, special
considerations, etc. Please indicate, in those terms, the kinds of entry
qualifications required in your country for trainees preparing for pri-
mary grades 1 to 3, 4 to 6, and (if applicable) 7 to 8.
13.Various qualifications are also required of trainees preparing for secon-
dary education—for example, a complete secondary education or
less, or other things, such as post-secondary certificate courses, uni-
versity degree, work experience, special considerations, etc. Please
indicate, in those terms, the kinds of entry qualifications required in
your country for trainees preparing to teach in secondary grades 7 to
8, 9 to 10, and 11 to 12.
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IV. Performance Analysis
In this section, information is sought about practices for evaluating teacher
education programmes and the extent to which institutions and other agencies enga-
ge in such evaluations.
1. Please describe the formal and informal procedures or mechanisms,
if any, in your country for evaluating teacher education programmes
(in-service, staff development, pre-service, etc.).
2. Have any significant evaluation studies (e.g. surveys, case studies,
etc.) been conducted in your country? If so, please name two or three
and give a summary of their most salient findings.
3. Have there been any evaluation studies in your country regarding the
quality of staff input into teacher education programmes? If so, plea-
se name two or three and give a summary of their most significant fin-
dings.
V. Policies, Problems and Plans
In this section, information is sought about policies and plans to alter the
nature of teacher education and enhance its quality, as well as about the guiding prin-
ciples associated with these proposals.
1. Are there any institutions, or regional and country-wide proposals, to
alter the nature and/or quality of teacher education (i.e. pre-service,
staff development, in-service, etc.)? If so, please summarize them and
give examples of the two or three most significant ones.
2. Are there any predicted or anticipated problems with respect to these
proposals? If so, what are they?
3. Are there any steps being taken or envisaged to offset these pro-
blems? Please describe two or three of the most significant ones.
4. If there are no proposals to alter the nature and/or quality of teacher
education, are there any generally accepted ideas about what ought
to be done? If so, please mention two or three.
VI. Growth Points and Gaps
The purpose of this section is to obtain information about significant grow-
th points and gaps in teacher education and about the complex societal factors and
forces associated with these.
1. Describe briefly the important features of two or three significant ini-
tiatives that have been taken in the last three years with respect to: a)
school based in-service education, b) teacher induction, c) staff deve-
lopment, and d) distance education for teacher education.
2. Have any initiatives been taken in areas of teacher education, other
than the four specified above? If so, briefly describe two or three of
these in about 300 words.
3. Are any other initiatives in teacher education being planned or about
to be implemented in your country? If so, please provide some brief
details of two or three.
4. Do any of the preceding initiatives you have mentioned, or any
ongoing activities in teacher education, take into account: a) pre-pro-
motion training for potential head teachers, b) the role of teachers in
networking of school clusters, and c) the role of teachers in raising
achievement levels of primary pupils? If so, please provide a few
examples on how each is done.
5. In order to ensure satisfactory implementation, there may be some
specific initiatives or innovations that require support in terms of: a)
programming and management, b) expertise, c) physical facilities, or
d) finance. If applicable, please name about three that you consider
deserve such support.
6. Describe briefly some of the most crucial deficiencies in teacher edu-
cation (i.e. in pre-service, staff development, continuing education,
etc.) in your country. In your description, please identify factors or
forces affecting their existence.
VII. Teacher Induction
In this section, additional or qualifying information is sought about teacher
induction practices in your country and, in particular, about any dynamic new initia-
tives.
1. What initiatives are taken to induct beginning teachers into their job?
Comment briefly on a few.
2. What other steps do you consider should be taken to make induction
more effective? Comment briefly on two or three.
B. Additional Studies
The purpose of the next two sections is to obtain information about stu-
dies in your country on the nature, including the quality and effectiveness, of teacher
education (e.g. in-service, continuing education, staff development, pre-service, induc-
tion).
I. Effectiveness of Teacher Education
1. In recent years, has any research been carried out in your country on
the effectiveness of training programmes in bringing about changes in
trainees’ professional competencies, attitudes, etc.? If so, please indi-
cate the most significant outcomes from some of the relevant studies.
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2. Whether or not effectiveness studies have been undertaken, please
describe any measures that have been taken or are proposed to
increase the effectiveness of teacher education programmes.
II. Ethnographies1
1. Have any ethnographic studies been conducted in the last few years
in your country on the nature of teacher education programmes
(pre-service, in-service, induction, etc.)? If so, please name two or
three and, in about 300 words, summarize their most salient features.
2. Are any ethnographic studies of teacher education being planned in
your country? If so, please give brief details of two or three.
C. Suggestions for Future Activities
The purpose of the final section is to obtain information about the direc-
tions that should be taken by future activities or developments in teacher education
(e.g. in continuing education, staff development, in-service, etc.), as well as sugges-
tions for future investigations of teacher education.
Please comment, in about 300words, on the kinds of
things that should be done or investigated.
______________________________________
1. Descriptive or comparative studies of the complex and diverse relationships (human and other) in educational settings.
These studies would include those referred to in Section I (Rationale and Conceptual Framework) of the design statement.
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